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While community colleges have focused on providing access for students to 
higher education, too many are leaving before completing a degree or certificate. One 
solution is for community colleges to create First-Year Experience (FYE) courses to 
provide the skills and guidance students need to be successful in college. This research 
provides students’ first-hand perceptions of the benefits and detriments of the course. 
My research answers the following question: What are the perceptions of first-
time-in-college students regarding the impact a first-year experience course at a campus 
of a large community college system had on their persistence in higher education? Sub-
questions were asked about the content of the course, the particularly useful components 
of the course for their goals, and the impact it had on students’ persistence in higher 
education. Additionally, the role of intrusive advising was analyzed to determine if that 
component had an impact on students’ retention and persistence in higher education. 
Using an ethnographic approach, I interviewed ten diverse students who found 
three consistent benefits to the course: academic support, engaged faculty, and intrusive 
advising. Academic support included components such as study skills, learning styles, 
career exploration, goal-setting, and tutoring. Engaging faculty cared about their students 
and encouraged them to continue toward their educational goals. The intrusive advising 
mandated in the course helped students know where they needed to go next during their 
educational journey. Through the multi-layered supports provided throughout the 
semester, students perceived a primarily positive outcome to this FYE course. 
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CHAPTER I  
INTRODUCTION  
 
Attending college has become a basic expectation of most parents. Maybe they 
graduated from college and have reaped the rewards of their earned degree. Others may 
have toiled hard without a degree and want better for their children. They believe that a 
college diploma will provide their children that needed job and financial security. 
Additionally, some individuals may learn from people other than their parents that 
having a college degree will provide them greater access to job opportunities and a better 
life. Whatever their reason, 16.8 million students were enrolled in some form of higher 
education in 2017 (NCES Data, 2020). Unfortunately, these same students do not always 
have the necessary knowledge and skills to move from their first semester in college to 
their earned certificate or degree. Many students do not have the cultural knowledge of 
what is necessary to succeed in college and break through the barriers that many 
encounter during those years. What role does higher education have in meeting these 
needs? 
Much research exists regarding the persistence of students in their first year of 
college (Upcraft & Gardner, 1990; Tinto, 1993; Braxton, 2000; Astin, 2005; Seidman, 
2005; Pascarella & Terenzine, 2005; Upcraft, Gardner, & Barefoot, 2005). These studies 
have focused on the causes of attrition (Tinto, 1993; Braxton, 2000) and some possible 
solutions (Astin, 2005; Seidman, 2005). One solution recommended by Upcraft and 
Gardner (1990) and Upcraft, Gardner, and Barefoot (2005) to increase student 
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persistence is the inclusion of a first-year experience program to assist students with the 
transition to college. The programs they recommend include “orientation, developmental 
advising, academic assistance, mentoring, counseling, residence-hall programs, campus 
activities, and wellness programs” (p. 22). These programs provide multiple experiences 
for first-time-in-college (FTIC) students to become engaged with their institution and 
thereby be prepared to overcome many of the difficulties they may encounter their first 
year. On a smaller scale, Upcraft and Gardner also suggest that a first-year experience 
(FYE) course is an excellent way to assist students in reaching their goals. These courses 
are typically offered as a required course for all incoming freshmen and introduce the 
students to the institution and provide student success strategies. Their argument is that 
programs like these can encourage students to persist until graduation. 
While most of the research on student persistence and first-year experience 
programs focuses on four-year universities (Schroeder, 2003; Barefoot, Warnock, 
Dickinson, Richardson, & Roberts, 1998; Boudreau & Kromrey, 1994; Belcheir, 1997; 
Fernandez, Whitlock, Martin & VanEarden, 1998; Schnell & Doetkott, 2003; Cavote & 
Kopera-Frye, 2006; Hendel, 2006; Jamelske, 2009), more students are beginning their 
education in community colleges. In 2019, 12 million students were enrolled in credit 
and non-credit courses at community colleges, and 29% of those were first-generation 
college students (AACC Fast Facts, 2020). Forty-one percent of all first-time freshmen 
students enrolled at public and private institutions of higher education were enrolled in 




to grow in community colleges, the need for research specifically on persistence of 
community college students grows more urgent. 
Since their inception in 1901 at Joliet Junior College, community colleges have 
focused on providing access to higher education to more students. The institutions were 
developed to provide low-cost educational opportunities located in large populations 
with open access to anyone interested in attending. As their enrollment grew, the 
institutions changed their focus to maintaining high standards and providing the same 
quality of education as could be found in four-year universities (Cohen, Brawer, & 
Kisker, 2013). Recently, however, with the financial constraints and public demand to 
provide evidence that their tax money is translating to increasing the quality of the 
workforce, community colleges have had to move their focus to the success of their 
students. 
 Community colleges have become the starting point for many students into 
higher education; however, these same students repeatedly encounter difficulties in 
meeting their educational goals. Frequently, community college students sign up for 
their first classes without really knowing what they need to do to succeed. They have 
been encouraged to go to college to earn a degree, but they do not always have the 
knowledge necessary to learn how to function at college, nor do they have the necessary 
skills to succeed. Furthermore, these students typically have additional barriers to their 
success which include financial need, family obligations, lack of an understanding of 
campus culture, educational deficiencies, among others. Many of these barriers take 




These issues can also take them away from student services and activities that potentially 
provide them the needed engagement to overcome some of the difficulties that occur 
throughout a semester (Roueche, Baker, OmahaBoy, & Mullins, 1987; Cohen, Brawer, 
& Kisker, 2013).  
To respond to these needs, many community colleges are beginning to 
incorporate FYE courses to provide necessary skills and introduce students to the 
resources that can help them reach their goals. An FYE course can provide the essential 
support for students to get to know their college, learn what they need to do to succeed, 
and become acquainted with their peers. Additionally, such a course can encourage 
faculty to become more engaged with students and how they can support their 
educational success (Upcraft & Gardner, 1990; Upcraft, Gardner, & Barefoot, 2005). 
Lone Star College, a large community college north of Houston, Texas, serving almost 
90,000 students in Fall 2019, began offering EDUC 1300: Learning Framework: 1st Year 
Experience in 2007 geared for students who are entering college for the first time. The 
goal of this course is to orient the students to college life and what is required to reach 
their goals. The course description states that the course is “a study of the research and 
theory in the psychology of learning, cognition, and motivation; factors that impact 
learning, and application of learning strategies” (EDUC 1300 Syllabus, 2020). It 
includes having students discover their personality traits and the way they learn. They 
also make goals and determine what is necessary to reach those goals. The most unique 
component of the course is the integration of mandatory, intrusive advising for all 
students enrolled. This requirement mandates that students meet with their assigned 
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advisor at least twice a semester to discuss what the students need to do regarding 
registration to meet their academic goals. 
Statement of the Problem 
While community colleges have focused on providing access for more students 
to higher education, too many of those students are leaving before completing a degree 
or certificate. With the focus now moving to success instead of simply access, 
community colleges are struggling to support students through completion. One solution 
has been for community colleges to create First-Year Experience (FYE) courses to 
provide the skills and guidance students need to be successful in college. The research, 
however, is very limited on whether the courses are beneficial to students. This research 
provides students’ first-hand perceptions of the benefits and challenges of the course. 
Origin of the Problem 
Although research exists regarding FYE courses, especially within four-year 
institutions, a consensus regarding whether the courses are worth the cost to either the 
institution for providing the course or the students who are required to take them does 
not exist. Additionally, there is insufficient research to discuss the benefits of such 
programs for community college students. Since students who are enrolled in two-year 
institutions typically do not attend full-time or live on campus, are not traditional age, 
and do not engage in as many campus activities as four-year university students, they do 
not match the same demographics as many university students who have shown success 
in FYE courses (Upcraft & Gardner, 1990; Upcraft, Gardner, & Barefoot, 2005). 




at the same rate as four-year university students, adding to the need to determine if an 
FYE course could assist in this retention (Bailey & Morest, 2006). 
 While looking at the effect an FYE course could have on community college 
student retention, it is also important to include the students’ voices regarding their 
experience in such courses. While there is much quantifiable data showing completion, 
success, persistence, and graduation rates for those individuals who enrolled in FYE 
courses, that data can only provide a portion of the information relating to the classes. 
Gaining the students’ perspective provides much more validity to the statistical data and 
helps administrators know the strengths and weaknesses of the course, not just the final 
results. A qualitative case study will provide the additional support to gain a deeper 
understanding of the effects of an FYE course. The purpose of this study is to identify 
the role an FYE course has on the persistence of students at a community college. 
Significance of the Problem 
 Community colleges are under external and internal pressures to get more of 
their students to graduate. Externally, there are many demands on community colleges to 
increase the graduation rate. Former President Obama committed the United States to 
become the leader in the proportion of individuals who have acquired a degree by 2020. 
The colleges themselves responded to this national call for action by declaring that they 
will increase the number of students who earn degrees or certificates by fifty percent by 
2020. This document was signed by all agencies involved with the improvement and 
oversight of community colleges, including the American Association of Community 




Innovation in the Community Colleges (American Association of Community Colleges, 
2010). Current President Trump has not made a similar point of the importance of 
increasing college attainment, but community colleges are still moving toward reaching 
their earlier established goals. This study can provide administrators at community 
colleges information on a potential opportunity to increase student persistence and, 
thereby, graduation rates. They would gain a better understanding of the role an FYE 
course can have on student persistence. Gaining a more complete picture of what 
attributes of a course were found beneficial to students can assist administrators, faculty, 
and advisors in determining what components of the course should be maintained and 
expanded and what components need changing or removing. 
Researcher’s Relationship to the Problem 
 As the Vice President of Instruction at Lone Star College-University Park, I am 
the supervisor of our FYE course, and in my former role as Dean of Education, English, 
Humanities, and Mathematics at Lone Star College-Tomball, I was the direct supervisor 
of the course. I also previously served as the curriculum team facilitator for EDUC 1300 
system-wide. I first became involved with the EDUC 1300 course in July 2009, when I 
became dean over the division. At the same time, I became the campus representative on 
the Achieving the Dream Steering Committee. The system began offering EDUC 1300 
as a response to the weakness we found in our data when we joined Achieving the 
Dream in 2005. These four roles: vice president, dean, curriculum team facilitator, and 
Achieving the Dream steering committee member, have put me in an active leadership 




Definition of Terms 
 The following terms will be used in this study: 
 Attrition can be defined in numerous ways, and the distinctions are frequently 
made due to the institution type. For this study in a community college, attrition is 
defined as “any student who enrolls at an institution one semester but does not enroll the 
next semester and has not completed his or her formally declared program of study” 
(Bean & Metzner, 1985, p. 489). 
 The community college is “any institution regionally accredited to award the 
associate in arts or the associate in science as its highest degree” (Cohen, Brawer, & 
Kisker, 2013, p. 5). Its primary mission is to provide academic and workforce 
certificates and associate degrees, provide the core curriculum for transfer students, and 
provide community education. 
 First-Year Experience (FYE) is the response colleges and universities have made 
to attempt to increase student persistence from their freshman to their sophomore year. 
These include “programs and practices to facilitate students’ adjustment to college; 
personal and academic success; and, ultimately, persistence to the second year and 
beyond” (Keup & Petschauer, 2011, p. 1). 
 A first-year experience course is a course required of first-time-in-college (FTIC) 
students that “provides students with opportunities to develop the personal competencies 
necessary for success in college and in life . .  . [and] places a great deal of emphasis on 




links between individual needs and the resources available within the college 
community” (Siegel, 1990, p. 253). 
 Intrusive advising occurs when advisors “initiate early contact; help the student 
to identify strengths and weaknesses; and develop plans for academic, social, and 
organization improvement” (Smith, 2007, p. 814). 
 Persistence at the community college is the “maintenance of continued 
enrollment for two or more semesters, specifically from Fall term to Spring term and/or 
completion of a degree/certificate or transfer to a four-year college” (Crawford, 1999, p. 
13). 
 Student Success is the percentage of students who were enrolled in a course on 






CHAPTER II  
LITERATURE REVIEW 
 
 In the last century, community colleges have moved from being an afterthought 
of higher education to enrolling almost half of all freshmen in college. During that time, 
the organization, structure, and funding of community colleges has changed 
dramatically, and the colleges have added additional goals and objectives. The basic 
mission, though, has remained the same since spelled out by the Truman Commission on 
Higher Education. Community colleges provide “proper education for all the people of 
the community without regard to race, sex, religion, color, geographical location, or 
financial status” (Rouche, Baker, OmahaBoy, & Mullins, 1987, p. 4). This mission has 
given the community college such nicknames as “‘democracy’s college,’ ‘opportunity 
college,’ and the people’s college’” (p. 4). The open-door policy of community colleges 
has provided access for all while also creating barriers to those who do not have the 
necessary skills to reach their goals. 
The Community College 
A Brief Historical Review 
 The public community college was developed in 1901 as an extension of the high 
school at Joliet High School. This new institution was requested by William Rainey 
Harper, president of the University of Chicago, as a way to provide high school 
graduates social and academic preparation for the last two years of college or, as Harper 




necessarily to expand the opportunity of higher education to more students but to reroute 
students from the premier universities, especially those students who were mechanically 
or domestically inclined (Zwerling, 1973). 
 Private institutions that provided the equivalent of the first two years of college 
had been in existence in the United States since 1806, when Georgetown College offered 
“the Juniorate” (Quigly & Bailey, 2003, p. 11). These same types of institutions were 
created in Maryland and Missouri in the early 1800s. Originally founded in Europe 
during the seventeenth and eighteenth centuries, they provided the foundation of 
seminary work, similar to the way the community colleges were developed to provide an 
academic foundation for university students (Quigly & Bailey, 2003). Shortly after the 
opening of Joliet Junior College, the presidents at The University of California at 
Berkeley and Stanford University fought for separate two-year colleges that could feed 
into their colleges for the last two years. They also saw it as a way to weed out those 
students who would not be successful. Due to the efforts of these presidents, California 
approved legislation in 1907 that allowed for the development of community colleges as 
a new entrance to higher education (Zwerling, 1973). 
 Student enrollment growth in the community colleges came from multiple 
avenues. From the first college in 1901, the United States had 330 community colleges 
in 1950. Twenty years later, the number almost tripled to 909 (Vaughan, 2006). The 
growth has been much slower in the last 40 years. In 2017, there were 1,108 community 
colleges in the United States (AACC, 2017). Two national actions in the 1940s directly 




on Higher Education. As enrollment skyrocketed at all institutions, community colleges 
were now beginning to be considered avenues of access for more students. The 1944 G. 
I. Bill of Rights increased the need for “terminal education” as more of the “transfer-
minded students now wanted even more terminal courses and the AAJC [American 
Association of Junior Colleges] was there to encourage colleges to make the necessary 
adjustments to their curriculum” (Zwerling, 1973, p. 54). Additionally, the 1947 Truman 
Commission on Higher Education put community colleges in the spotlight to support 
access for individuals, regardless of race, sex, religion, color, geographical location, or 
financial condition. The Commission proposed the increase in technical training, adult 
education, and basic preparation for transfer students. This established the fundamental 
mission of most community colleges today, which has now been expanded to include 
developmental education (Roueche & Roueche, 1993; Zwerling, 1973). 
 The local communities also guided the development of many junior colleges. 
They could be extensions of the high school to provide two additional years of education 
close to home, they could meet the needs of the local community to provide additional 
educational and civic opportunities, or they could be developed to meet the needs of 
local industries as the United States moved from an agricultural to manufacturing 
country (Quigly & Bailey, 2003). While they began as “junior” colleges, seen as either 
an extension of the high school or a subordinate to the “senior” universities, the colleges 
were much more responsive to the needs of their local constituents. This led to the 
change in terminology from junior colleges to “community” colleges, with many more 




mission creep continues with some of these institutions referred to simply as “college” as 
they begin to offer baccalaureate degrees in high need areas like nursing and 
management for technical fields. 
 Since community colleges are so responsive to the needs of their local 
communities, they have numerous functions. Most attempt to meet the following 
missions. First, they fulfill academic transfer needs. Students can earn credit at a 
community college and then transfer those credits to a four-year institution, thus 
maintaining one of the early structures where the first two years are completed at the 
community college, allowing the university to focus on the last two years. The second 
function is occupational education. These programs prepare students for careers 
immediately after two years or less of technical training. The third function, continuing 
education, has allowed community colleges to be responsive to the diverse needs of their 
community. These frequently include courses outside the traditional curriculum or 
schedule of traditional education like cake decorating or conversational Italian and other 
life-long learning experiences. Developmental education is the fourth function. While 
remedial coursework has been offered since Harvard opened in 1636, it has grown 
dramatically as more students who would have typically not attended college are now 
enrolling, frequently without the basic English and mathematic skills necessary to be 
successful at the college level. Community service, the fifth function, references the 
numerous activities and workshops that community colleges provide to the local 
community including small business seminars and fine arts performances. Since their 




maintaining standards necessary to maintain accreditation and transferability of their 
academic coursework while also meeting the needs of their local community (Cohen, 
Brawer, & Kisker, 2013). As Cohen, Brawer, and Kisker (2013) summarize, “All 
education is general education. All education is potentially career enhancing. All 
education is for the sake of the broader community” (p. 30). 
 While the growth of community colleges has been staggering, there have been 
many critics. One of the most significant arguments against community colleges is the 
“cooling-out” theory presented by Clark (1960). Clark explained that “the cooling-out 
process in higher education is one whereby systematic discrepancy between aspiration 
and avenue is covered over and stress for the individual and the system is minimized. . . . 
The general result of cooling-out processes is that society can continue to encourage 
maximum effort without major disturbance from unfulfilled promises and expectations” 
(Clark, 1960, p. 576). He lists five steps of the cooling-out process which begin with pre-
testing and end with students being placed on probation after they do not perform 
successfully in the classes in which they choose to enroll. Zwerling (1973) suggests that 
while elite institutions focus on the success of their students, “the least selective open-
door colleges are committed to their failure” (p. 37). He adds that researchers should not 
be surprised by the high dropout rates in community colleges: “Attrition then turns out 
not to be the problem, as just about everyone claims, but to be one of the two-year 
college’s primary social functions” (p. 15). He states that “an important function for 
two-year colleges . . . has always been the development of followers, since their greatest 
service is in educating and training persons for the semiprofessional fields of 
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employment” (p. 17). These arguments suggest that community colleges present 
themselves as open-door institutions, providing access to all, but then close the door on 
goal attainment when the students are unable to perform at a successful level.  
One of the strongest current critiques against community colleges is the 
developmental education funnel. Most students begin their educational journey in these 
remedial courses but few come out with a certificate or degree in the end. Numerous 
agencies such as The Gates Foundation, Complete College America, and Jobs for the 
Future, along with state legislative bodies, are pushing institutions to accelerate the 
process, moving students through the developmental education sequence faster so they 
don’t get caught by the multiple levels and semesters needed to complete the standard 
program before even beginning earning college credit. Research has not yet determined 
if these approaches will result in more students successfully earning their degree or 
certificate at higher rates or in a shorter timeline. Studies have shown that developmental 
education has a different impact depending on demographic factors for the students 
(Bettinger, Boatman & Long, 2013; Clotfelter, Ladd, Muschkin & Vigdor, 2015; Xu, 
2016). Due to these concerns, Florida’s legislators eliminated the requirement of 
developmental education by deeming all students who started and graduated high school 
in the Florida public school system as college-ready. All remaining developmental 
education courses offered would be accelerated via multiple models. Early data shows 
that students were significantly less successful in the college-level courses than before 




has increased. It is too early for long-term results to determine whether the change will 
increase completion rates for all students (Brower, Jones, Tanberg, Hu & Park, 2017). 
Community colleges must accept the difficulties that are created with open-door access 
by providing support services to those same students, no matter their preparation or 
attainment of the skills necessary to be successful. “As viable educational institutions, 
community colleges assist individuals to become more effective, responsible members of 
society and help to provide a means of upward social and economic mobility for 
individuals of any age” (Roueche, Baker, OmahaBoy, & Mullins, 1978, p. 8). While 
Clark (1960) found a cooling-out impact for students who attended community colleges, 
Alexander, Bozick, and Entwisle (2008) found that attendance in community colleges 
can actually result in students “warm[ing] to the idea that a college degree is attainable” 
(p. 389). The question to be answered is what community colleges can do to create a 
warming up instead of a cooling down for the nation’s non-degreed adults. 
Student Demographics 
 As students enter community colleges at higher and higher rates, it is important 
to have a clear understanding of who the students are in order to meet their needs. The 
most difficult part of this is that there is no “typical” community college student. Even 
while the growth of community colleges has leveled off in the past twenty years, student 
enrollment has skyrocketed until the last few years. From just over 160,000 students in 
1950, enrollment doubled to almost 400,000 students by 1970. Then, just ten years later, 
enrollment grew to 2.1 million students (Thelin, 2004). From a percentage perspective, 




in 1992, more than half of all incoming students attended community colleges (Roueche 
& Roueche, 1993). In Fall 2015, enrollment in public community colleges had reached 
12.2 million total and 7.2 million enrolled in credit courses which was 41% of all 
undergraduates in the United States (AACC Fast Facts, 2017). A third of these students 
are first-generation students and typically live at home and come from working-class and 
lower-middle class families (AACC Fast Facts, 2017; Thelin, 2004; Zwerling, 1973). 
Furthermore, the percentage of minority students is significant in community colleges. In 
1997, 38% of all students were enrolled in community colleges, but 46% of all 
minorities were in these institutions. The rates typically match the local community 
(Cohen, Brawer, and Kisker, 2013).  
 With so many students, community colleges have difficulty meeting those 
students’ individual needs. One way that is evidenced is by the difficulty of determining 
the goals of incoming students. How many of them were attending with the goal to 
transfer to a four-year institution versus those students who intended to earn a certificate 
or associates degree as their terminal degree? State legislators have difficulties in 
approving funding for community colleges at a significant rate, especially when the 
campuses are “devoid of the extracurricular learning and living experiences that [are] so 
crucial in enhancing cognitive skills and changes in attitudes and values” (Thelin, 2004, 
p. 301). In fact, some states are dramatically reducing funding to all higher education, 
including Arizona that eliminated all state funding for community colleges in 2015 




 Students who enroll at the community college are not guaranteed success. In a 
study from 2006, only 17% of students who began in a community college ended up 
earning ten credits within eight years after their high school graduation. A third of the 
same students earned more than ten credits but no certificate or degree or transferred to a 
four-year institution. While a third of the students ended up earning a bachelor degree 
(18%) or an associate (15%) and 6% earned a certificate, too many students left college 
without any earned diploma after initial enrollment (Bailey & Morest, 2006). Many of 
the students who attend community colleges are at risk of failing from the time they 
enroll. In 1993, Roueche and Roueche defined at risk students as those who are 
underprepared, work more than thirty hours a week, have limited family support, and are 
first-generation students. “Major recurring criticisms of community colleges turn on the 
notion that by attempting to serve everyone, regardless of interest, achievement, and 
ability, and that by spreading themselves thin along a continuum of programs and 
functions, these colleges serve all students less well” (Roueche & Roueche, 1993, p. 29). 
 Expectedly, students in community colleges typically have lower academic skills 
than those attending four-year universities. The question lies in whether the community 
colleges provide higher education opportunities to students who would have never had 
that opportunity, even if they end up not earning a degree, or whether the presence of a 
community college actually creates a barrier to the same students by limiting their access 
to four-year universities and, thereby, lowering their chance of earning a baccalaureate 
(Cohen, Brawer, & Kisker, 2013). Because there is so much diversity in the student 




persistence and success. Some critics suggested that rather than the “open door” that 
community colleges profess themselves to be, they were becoming “revolving-door” 
colleges or providing a “cooling-out” function, weeding out the students who are not 
equipped for college-level performance (Roueche, Baker, OmahaBoy, & Mullins, 1987; 
Clark, 1960). 
 Recent research has tried to understand why students do not return. As Cohen, 
Brawer, and Kisker (2013) explain, students drop out for a variety of reasons, most of 
which are outside of the control of the colleges themselves. Their work schedule 
changes, they encounter family difficulties (conflicts, lack of daycare, lack of 
transportation), they have financial barriers, or numerous other issues. Some of these 
students make their decision to leave very early in the semester. According to Kangas 
(1991), 71 percent of the students he interviewed who had withdrawn from their classes 
stated they thought about leaving in the first four weeks of the semester and 85 percent 
never spoke to their instructor about their decision. In another study that same year, 
Lucas and Meltesen (1991) found that only 8 percent of students said the institution was 
in any way responsible for the student’s decision to leave. Consistently, though, these 
same students showed no sort of engagement with any employee of the institution 
(Cohen, Brawer, & Kisker, 2013). 
 In response to the research that students come to college underprepared, Conley 
(2005, 2010) has looked at what it takes for high school students to be “college ready.” 
He found that students needed to continue to be challenged throughout their four years 




writing skills, scientific knowledge, and quantitative reasoning. They also needed to be 
able to accept critiques on written work or presentations. Other skills they needed were 
an understanding of their abilities within their courses and the ability to adapt their work 
based upon what they needed to do to succeed. Socially, they needed to be able to work 
well with others, either classmates or faculty and staff from the college. Additionally, 
they needed a basic understanding of how college works so they can navigate their way 
through their first year and beyond.  
 Tinto’s study of attrition rates (1993), found that almost half of all students did 
not return the following year at community colleges while that number was only a 
quarter in four-year institutions. He noted some specific differences in student 
characteristics, including the fact that community college students typically do not walk 
in with as high of educational goals as those in four-year institutions. Additionally, even 
when they do plan to attain high degrees, they are more likely to leave before finishing. 
He does note that the student demographics confirming that students typically do not 
have the same type of academic preparedness often leads to these results. To respond to 
these numerous issues, the American Association of Community Colleges has recently 
implemented the AACC Pathways Project which encourages colleges to create guided 
academic and career pathways to accelerate their transfer to four-year universities or to 
the workforce (AACC, 2017). 
The First-Year Experience 
 In 1990, Upcraft and Gardner published The Freshman Year Experience: 




importance of helping students during their critical first year of college to the forefront. 
They wrote this in response to a Carnegie report entitled College: The Undergraduate 
Experience in America which recommended institutions of higher education to 
incorporate retention strategies for freshmen students, including strong orientation 
programs, better advising and counseling, increased interaction between faculty and 
students, and an orientation course that would count for college credit (Boyer, 1987). 
This recommendation led many institutions and researchers to look more closely at the 
FYE courses that had been implemented in some colleges. 
 These FYE courses have been called many different things and have had 
different learning outcomes. Some are simply orientation courses that introduce students 
to their college and help them meet individuals from numerous departments on the 
campus. Some are a brief course that incorporates study skills and other items that have 
been shown to help students succeed. Some institutions have implemented year-long 
freshmen experiences which put students in learning communities and focuses on similar 
topics throughout their entire first year. Gardner defined the term “first-year experience” 
as “a national and international effort to improve the first year, the total experience of 
students—and to do this intentionally and by rethinking the way the first year was 
organized and executed” (Schroeder, 2003, p. 10). Upcraft and Gardner (1990) suggest 
that the goals of such a program should be to help students “fulfill their educational and 
personal goals” through (p. 2): 
1. developing academic and intellectual competence, 




3. developing identity, 
4. deciding on a career and life-style, 
5. maintaining personal health and wellness, and 
6. developing an integrated philosophy of life 
The freshman seminar has shown itself as the most effective way to meet these goals. 
When students are bored, do not see a relevance to what they are doing in their courses, 
have unrealistic expectations of college, are academically unprepared, have difficulties 
transitioning to all of the changes, and are uncertain about their major or career, they 
have a higher likelihood of dropping out of college. Without having the skills and 
knowledge they need to succeed, students risk not fulfilling their academic goals (Levitz 
& Noel, 1990; Tinto, 1993; Astin, 1993; Pascarella & Terenzini, 2005). 
 To meet these goals, most courses focus on integrating the students to the 
college, their instructors, and their classmates. Braxton (2000) explains that “academic 
integration reflects a student’s experience with the academic systems and academic 
communities of a college or university” (p. 571). To help with the integration process, 
FYE classes are typically small groups to encourage the interactions between students 
and the instructor and among the students themselves. This small group structure also 
encourages “social and cultural activities” (Gordon, 1990, p. 194). 
History of First-Year Experience Courses 
 While most of the research on FYEs has been completed within the last twenty 
years, FYE seminars have been around since the late nineteenth century (Schroeder, 




College in 1911. This course, “The College Life Course,” incorporated instruction on 
how the college works such as “the purpose of college, the college curriculum, the 
individual plan of study, student honesty, student government, intercollegiate athletics, 
and college religion” (p. 185). These topics, for the most part, are similar to the topics in 
most FYE courses today. 
 The growth of FYE courses was rapid in the early twentieth century. In 1916 
there were six orientation courses offered throughout the United States. By 1926, that 
number had grown to 82. These early versions were created to help freshmen “find 
themselves” as suggested by a Carnegie Foundation bulletin (Gordon, 1990, p. 185). 
Each campus focused on those components that they felt was most important for their 
individual students. For the most part, though, these early versions all focused on college 
life in general and how to function at the institution. During this period of growth, three 
types of courses were found. The first was an adjustment type of course which focused 
on introducing the students to “organization and administration of the college, . . . 
intellectual habits, and the freshman curriculum” (p. 185). The second type was an 
intellectual type where students focused on introducing students to “reflective thinking” 
and “how to study” (p. 185-6). The final type focused on social and intellectual 
orientations. These courses “focused on social problems, religion, humanities, and 
government” (p. 186). 
 Interestingly, many of the problems that institutions face while trying to 




(1990) cited a study by Fitts and Swift from 1928 which listed questions the universities 
were trying to answer (p. 186-7): 
• What constitutes a fitting title or name? 
• In which department should such a course be taught? 
• Who should direct the course? 
• Which methods of instruction should be used (lecture, discussion, or a 
combination of the two)? 
• What instructional personnel should assist with the course (faculty or 
administrators)? 
• What is the place of an orientation course in the college curriculum (should it be 
required or an elective)? 
• What should be used? 
The answers to these questions typically were unique to each institution and their goals 
for their students. 
 The growth of FYE courses continued in the period between the world wars. In 
1930, a third of all colleges offered the courses. By 1938, ninety percent of all freshmen 
were required to enroll in an FYE. Studies showed that the courses were beneficial to 
students. Those who had taken the course knew more about college life than those who 
did not. Also, as early versions of active learning techniques such as discussion, 
laboratories, and small group strategies were introduced, studies showed that students 
who learned from these techniques retained more than those who were taught by 




 While the first half of the twentieth century showed rapid growth in FYE 
courses, institutions started questioning the need for such classes. Faculty objected to 
requiring students to take a course and earn credit for “life adjustment” material 
(Gordon, 1990, p. 188). Additionally, the courses required more of instructors because it 
was student-driven rather than traditional lecture. The planning and involvement needed 
to create a positive classroom that drew in the students to actively participate in their 
own growth was more demanding than faculty had been used to. Because of these and 
other reasons, “by the mid-1960s the orientation course had become nearly obsolete” (p. 
188). 
 Beginning in the 1970s, a revival of the FYEs began. As different types of 
students began attending universities, especially “older adults, first-generation students, 
and less academically prepared students” (Gordon, 1990, p. 188), the universities 
brought back the FYE courses to assist students with the transition to college life. The 
courses were similar in content to the previous courses, but institutions became more 
focused on training for the faculty. Since the course content naturally led to more 
personal relationships between faculty and students, the need to provide instructors the 
necessary training to help students reach their goals became more critical. 
Description of Today’s First-Year Experience Courses 
 By the early nineties, FYE courses were in 80 percent of four-year institutions 
and 62 percent of community colleges (Schroeder, 2003). These courses are using best-
practices to determine their content. Barefoot (2000) provided the following list of 




• Increasing student-to-student interaction 
• Increasing faculty-to-student interaction, especially out of class 
• Increasing student involvement and time on campus 
• Linking the curriculum and co-curriculum 
• Increasing academic expectations and levels of academic engagement 
• Assisting students who have insufficient academic preparation for college 
The primary focus is on interaction, focusing on Tinto’s and Astin’s theories of student 
integration that suggest that students succeed when they are socially and academically 
integrated with the academic community (Tinto, 1993; Astin, 1995, 2003). Karp, 
Hughes, and O’Gara (2010) referred to the interaction students encountered in FYE 
programs as “information networks [which] . . . allow students to navigate the campus 
environment, access knowledge about the college, create a sense of social belonging, 
and, ultimately, feel that there are people who care about their academic welfare” (p. 
84). Numerous research supports the importance of student integration, and FYE 
programs have incorporated that integration into their courses (Karp, Hughes, & O’Gara, 
2010; Hawley & Harris, 2005; Gordon, 1990; Levitz & Noel, 1990; O’Gara, Karp, & 
Hughes, 2009). 
 Gordon suggests that there are basically two different kinds of FYE programs, 
the orientation courses and the freshman seminar. Some institutions combine the two 
contents into one course. The orientation courses focus on student development issues 
and incorporate time management and study skills in conjunction with an understanding 




these types of courses include developing essential academic skills, providing orientation 
to the college, and easing the transition to the college. Typically, instructors of 
orientation courses are taught by non-faculty, including advisors, student service 
personnel, and administrators. Generally, this type of FYE class “includes helping 
students understand the connections between curricular experiences and personal 
development” (p. 191). These courses are frequently also called student success courses 
(Karp, Hughes, and O’Gara, 2010). 
 In contrast, according to Gordon (1990), are the freshman seminars. These 
courses “introduce the student to the nature and value of a liberal education” (p. 192-
193). Rather than focusing on personal development and the skills a student needs to 
succeed in college, the freshman seminars give students an understanding of what higher 
education can provide to students. Gordon lists the topics that are typically presented in 
the freshman seminar courses (p. 193): 
• The value and benefits of higher education 
• How to think and learn 
• The nature of educational processes and the role and responses of students in 
these processes 
• Cognitive, writing, communication, and library skills 
• The curriculum, including general and major requirements 
• Students’ learning styles and how to apply this knowledge in and out of the 
classroom 




Frequently, these courses are part of the students’ core curriculum or subject-matter and 
are taught by faculty. One goal can be to help students understand their chosen discipline 
and become confident in what they need to be able to achieve their best. This 
epistemological approach is very different from the success-focused orientation-type 
courses. 
 No matter the type of course, one of the most important factors is the instructor. 
Levitz and Noel (1990) found that freshman consistently used the same words when they 
define their favorite teachers. They call this “‘the magic formula of teaching’: like, learn, 
and help.” Gardner, in his interview with Schroeder (2003) suggested that the courses 
that students enjoyed the most utilized “engaging pedagogies” (p. 13). This puts the 
focus on the instructor’s behavior instead of the students’ behavior. It also includes using 
student learners. Therefore, training of the FYE faculty is an integral component of 
successful programs (Gordon, 1990; Schoeder, 2003; Roueche, Baker, OmahaBoy & 
Mullins, 1987). 
Effectiveness of First-Year Experience Courses in Four-Year Institutions 
 Researchers have been studying the effectiveness of FYE programs within four-
year institutions for many years. Most discussion of FYEs focuses on the experiences of 
traditional students in traditional universities. Overall, the research shows that these 
courses are worth the effort. While individual research has been done, Gardner 
acknowledged that “there has never been a nationally produced, readily available 
instrument to evaluate the effectiveness of these courses” (Schroeder, 2003, p. 13). The 




at South Carolina University, has published reports showing the latest updates from 
numerous institutions who have implemented FYE programs. In 1998, they presented 
the results of the fifty programs at universities, including seven community colleges, 
throughout the United States. Overall, they found that “retention rates improve, grades 
improve, students’ internal locus of control increases, participation in extracurricular 
activities and the use of campus services both increase, and students begin to classify 
their short- and long-term goals. Most importantly, graduation rates increase” (Barefoot, 
Warnock, Dickinson, Richardson, & Roberts, 1998, p. xi). While not all research 
supports that FYE programs at four-year universities improve student retention and 
success, most research shows the programs are beneficial in one way or another to the 
students. 
 Boudreau & Kromrey (1994) completed a longitudinal study of the effects a 
freshman orientation course had on student retention and academic performance. They 
studied students who had completed an orientation course at Ohio University compared 
to students who did not complete the course over a ten year period. Their results showed 
that, almost every year, students who had completed the course had higher end-of-year 
GPAs, higher retention rates, and higher graduation rates. Belcheir (1997) completed a 
shorter study at Boise State University to evaluate the effectiveness of a cluster program 
where students had to enroll in a learning community which included an FYE seminar. 
They compared 57 cluster students to 102 students who were enrolled in the same 
courses but not part of the cluster group and not enrolled in the FYE seminar. Belcheir 




re-enroll in the following spring and the following fall than were the students who were 
part of the control group. 
 In 1998, Fernandez, Whitlock, Martin, and VanEarden, evaluated an FYE pilot 
program at Assumption College in Massachusetts. This program was developed for 
students who had low test scores which suggested a lack of academic preparedness. 
They were enrolled in a three-course learning community and met with a faculty 
member once a week. When compared to similar students who had not been enrolled in 
the program, the students in the FYE program had lower attrition rates and had a higher 
end-of-year GPA. Additionally, they found that the students were more sociable with 
their classmates but not necessarily more engaged with the institution. In another 
longitudinal study, Schnell and Doetkott (2003) found that students who participated in 
an FYE had significantly greater student retention than those of similar academic 
abilities who had not participated in the program. Additionally, the graduation rate was 
higher for those who had completed the program, even among those who had lower ACT 
scores and high school GPAs than their non-participating counterparts. 
 While these early studies showed positive impact to students enrolled in an FYE 
course, later studies showed no impact. In 2006, two studies published in the same 
journal presented results that were not as positive. Cavote and Kopera-Frye (2006) 
studied an FYE program at the University of Nevada, Reno. They compared students 
who had enrolled in an FYE to those who had not. They also looked at whether the 
course would have a different impact on traditional versus non-traditional course. In a 




of attrition rates for either group. Additionally, Hendel (2006) studied an FYE program 
at an unnamed research-intensive, land grant institute. In this logistic regression study of 
retention and student satisfaction, while results did show that students who had 
completed the FYE were more satisfied than those who had not participated in the 
course, retention rates were unchanged. Another study that found a limited positive 
effect for FYE participation was completed by Jamelske (2009). In this study at a 
Midwest public institution, students who completed the FYE program were not retained 
at a higher rank than those who had not participated. The study did find, however, that 
participation did result in a higher end-of-semester GPA. Also in 2009, Clark and 
Cundiff evaluated the University 101 course at Southern Illinois University Carbondale. 
This course is voluntary for all incoming freshmen, but is recommended for at-risk 
students. Their study did not find an increase in GPA and very limited increase in 
retention in their study of an FYE course at a four-year university. 
More recent studies, however, are finding a positive impact for students enrolled 
in FYE courses. Schrader and Brown (2008) evaluated the effect an FYE program had 
on students’ knowledge, attitude, and behavior. While behavior was not impacted, 
students did show an increase in knowledge. Additionally, they found that attitudes were 
positively impacted, especially for female students. In 2013, Rogerson and Poock looked 
at whether enrollment in an FYE course based upon major would have an impact on 
retention. Based upon 318 student survey responses from a Southeastern university, they 
found that such courses led to more peer-to-peer and student-to-faculty connections. 




major-specific FYE courses.  Jenkins-Guarnieri, Horne, Wallis, Rings & Waughan 
(2015) found in their Rocky Mountain Region university study that FYE courses did 
lead to a higher persistence to the next semester and more students in good standing at 
the end of the semester. This course focused on student development more than campus 
resources and was not required. Finally, Connelly, Flynn, Jemmott & Oestreicher (2017) 
studied 40 at-risk students enrolled in an FYE course at a four-year university that 
included an assigned peer advisor, a requirement that all students attend at least three 
campus activities, and provided instruction in study skills. They found that the course 
increased the GPA for the students. 
Effectiveness of First-Year Experience Courses in Community Colleges 
 Studies of first-year experience courses have been prolific in four-year 
universities, but not as common in community colleges. Because the student population 
is so different from those who attend traditional, four-year universities, FYE courses in 
the community college are a new concept and the format and results are unique to each 
campus. When dealing with a mix of students, including their age, academic 
preparedness, ethnicity, economic status, and all of the factors that make community 
college students diverse, first-year experience programs at the community college do not 
necessarily follow the same patterns as those at four-year universities. 
 Tinto (1993) presented the following retention strategies for incoming freshmen: 
learning communities, student activities, college bridge programs, and student services. 
He argued that these strategies integrated students into the college community which 




Tinto himself argues that his integration theory cannot work within community colleges, 
Karp, Hughes, and O’Gara (2010) found that students do integrate, academically and 
socially, with their community colleges through what they termed “information 
networks.” These information networks, unlike those at four-year institutions, are 
typically created within the classroom environment. They note that one specific way 
these networks can be created is through student success courses (FYE). Those students 
who considered themselves integrated with the college had much higher persistence than 
the general enrollment. 
 Derby and Smith (2004) studied 9,500 community college students over a four-
year period to determine what factors could be used as predictors of retention. While 
their study resulted in multiple predictors of retention, including developmental studies, 
online courses, and financial aid, it also found that orientation courses increased student 
retention and degree completion. Zeidenberg, Jenkins, and Calcagno (2007) collected 
data from all twenty-eight community colleges in Florida over seventeen terms. They 
compared students who had completed the Florida FYE program to those who had not. 
Their results showed that students who had completed the program were more likely to 
complete their credentials, had a greater persistence, and a higher transfer rate to a four-
year Florida institution. The most dramatic results came from Derby (2007) who found 
that graduation rates increased by 72 percent for students who completed an orientation  





 O’Gara, Karp, and Hughes (2009) also found positive results of an FYE program 
in community colleges. They interviewed students who had completed a student success 
course at two community colleges and found that students felt that a student success 
course provided multiple benefits. The students reported that they learned about the 
college and courses, improved their study skills, and developed significant relationships. 
In fact, some students said they were “actually using college services as a result of the 
college success course” (p. 215). O’Gara, Karp, and Hughes could not determine 
whether students received the most benefits from the academic advising component of 
the course or from the actual course content. The researchers conclude that “our findings 
provide evidence that this class is a key component in helping students adjust to the 
community college” (p. 216). Duggan and Williams (2011) also supported the positive 
impact FYE programs can have on community college students, but they found that the 
results were dependent upon many factors. The course was not beneficial to all students 
and they suggested needed individualization based upon student needs. Non-traditional 
students received the greatest benefits from the course in compared to traditional-aged 
students.  
Cho and Karp (2013) studied students enrolled in a required student success 
course within the Virginia Community College System to determine if they course 
would improve success rates for those students. They found that enrollment into a 
student success course within the first 15 semester hours resulted in a 10% increase in 
persistence and an increase in course attainment. In their 2017 study, Karp, Raugman, 




Seminar at Bronx Community College to those who had not enrolled in any student 
success course. They found that the students in the seminar had the opportunity to 
practice the study skills they were introduced to and that they were able to transfer those 
skills to other classes. Also in 2017 Kimbark, Peters & Richardson studied students 
enrolled in a student success course in Texas who responded to the Community College 
Survey of Student Engagement (CCSSE). They found a positive relationship between 
enrollment in a student success course in the community college and persistence, 
retention, and academic achievement. The students also felt they were more engaged 
with the institution. While most of the current research shows at least a limited positive 
impact for community college students who take an FYE course, the limited research 
does not provide a definitive conclusion. 
Conclusion 
 Community colleges have become a topic of national discussions recently, 
especially under former President Obama’s higher education plans. The colleges have to 
find a way to balance their open-doors mission with the need to increase the number of 
students who persist and graduate with a certificate or degree. A strategy that many 
institutions have implemented is some form of an FYE course. While this course has 
been most prolific at four-year universities, community colleges have looked at ways to 
incorporate and adapt the course for their own students and their unique needs. The 
research is beginning to show that such courses have a positive impact on students, but 




CHAPTER III  
RESEARCH METHODS 
 
 This study will utilize qualitative research methods for data collection and 
analysis. Denzin and Lincoln (2005) state that “qualitative researchers study things in 
their natural settings, attempting to make sense of, or interpret, phenomena in terms of 
the meanings people bring to them” (p. 3). This socially constructed interpretation 
allows the researcher a deeper understanding of the phenomenon. The researcher creates 
a “complex, holistic picture” of the subject of inquiry (Creswell, 1998, p. 15). To create 
this holistic picture, Patton (2002) details three types of qualitative data the researcher 
can gather: in-depth, open-ended interviews, direct observation, and written documents. 
Since so many factors can impact a community college student’s success in college, I 
felt that a qualitative study would allow me to explore the perceptions students had with 
their first-year experience (FYE) course and the impact it had on them as students 
overall. 
Statement of the Research Question 
 My research will answer the following question: What are the perceptions of 
first-time-in-college students regarding the impact a first-year experience course at a 
campus of a large community college system had on their persistence in higher 
education? Sub-questions will be posed to determine the perceived outcome students’ 
attendance and completion of the course had on the students. These include questions 




goals, and the impact it had on students’ persistence in higher education. Additionally, 
the role of intrusive advising will be analyzed to determine if that component had an 
impact on students’ retention and persistence in higher education. 
Theoretical Tradition 
 This research study will utilize a ethnographic approach. Patton (2002) defines 
phenomenology as “a focus on exploring how human beings make sense of experience 
and transform experience into consciousness, both individually and as shared meaning” 
(p. 104). To reach this level of understanding, detailed interviews of participants with 
respect to a specific phenomenon are required. In this instance, I interviewed ten former 
students of the FYE course to gather data regarding the way they “perceive it, describe 
it, feel about it, judge it, remember it, make sense of it, and talk about it with others” 
(Moustakas, 1994, p. 104).  
 To prepare for this ethnographic study, I had to “bracket” by own experiences 
and assumptions about the first-year experience course (Merriam, 2009, p. 25). To 
understand how others interpret an experience, the researcher must acknowledge her 
own assumptions and beliefs about that same experience and attempt to set those views 
aside. For this study, I stayed focused on acknowledging and avoiding any biases or 
prejudices throughout the data collection and analysis processes. Additionally, the 
questions used for the interviews were created for all interviews in consultation with my 
dissertation committee chair to confirm that I had removed any personal biases prior to 




 To gain a detailed understanding of students’ perceptions of the FYE course, I 
conducted a case study. The phenomenon studied was the course and what impact it had 
on the students. To gain a thorough understanding of this case, I had to gather data on 
“the nature of the case, particularly its activity and functioning; its historical 
background; its physical setting; other contexts, such as economic, political, legal, and 
aesthetic; other cases through which this case is recognized; and those informants 
through whom the case can be known” (Stake, 2005, p. 447). By interviewing ten 
students who had completed the course, I gained many of these details.  
Site and Sample Selection 
 Purposeful sampling was used to provide the best sample to gain insights into 
student perceptions of the FYE program. Merriam (2009) explains that “purposeful 
sampling is based on the assumption that the investigator wants to discover, understand, 
and gain insight and therefore must select a sample from which the most can be learned” 
(p. 77). According to Patton (2002), the analysis based upon this data will “yield two 
kinds of findings: (1) high-quality, detailed descriptions of each case, which are useful 
for documenting uniqueness, and (2) important shared patterns that cut across cases and 
derive their significance from having emerged out of heterogeneity” (p. 235). 
 The selection criteria for student participation in this study are discussed below. 
The focus of this study was to determine the perceptions of the FYE course by students 
who were in college for the first time. This means that the only students involved in the 
sample must have been enrolled in EDUC 1300 during their first semester of college, 




EDUC 1300. The second criterion was that they must have completed the intrusive 
advising component of the course. Intrusive advising required two visits with an Advisor 
II to learn about the benefits of effective advising and goal-setting and to create a degree 
plan. The third criterion was that the student must have earned a grade of A, B, or C in 
the class. While it would be interesting to gain insights from those students who did not 
successfully complete the course, that will need to be saved for another study. 
 The site selected for this study was Lone Star College-Tomball and Lone Star 
College-University Park which, at the time the students were enrolled in EDUC 1300, 
was a satellite campus of Tomball. At the time of this study, this was a campus of almost 
11,000 students within the Lone Star College System, which now serves almost 90,000 
students in the northwest suburbs of Houston, Texas. The college system, the largest in 
the state of Texas, represents the struggles a large, multi-campus system encounters 
when implementing new programs. In Fall 2009, there were 3 sections with a total 
enrollment of 47 at the Tomball campus and 4 sections with a total enrollment of 48 at 
the University Park campus; in Fall 2010, the enrollment grew to 6 sections with 132 
students at Tomball and 8 sections with 132 students at University Park. These 359 
students were then narrowed down to the 196 students who met the selection criteria 
from which ten participants were selected. To recruit students into the study, the 196 
students who met the criteria were emailed at their Lone Star College email address 
twice. While that resulted in six of the participants volunteering, I then called each 
student’s phone to invite them to participate. This resulted in finding the ten students 




 This study is not designed to be a representative of all FYE courses or even those 
within the community colleges. Each college has its own design and goals for its first-
year experience courses and the diversity of students from college to college limit the 
transferability of the results. As Lincoln and Guba (1985) explain, the “degree of 
transferability is a direct function of the similarity between the two contexts, what we 
shall call fittingness.” They define fittingness as “the degree of congruence between 
sending and receiving context” (p. 124). The reader can gain an understanding of how 
students perceived EDUC 1300 at Lone Star College-Tomball and determine which 
components fit their own context and which do not. 
Researcher’s Role Management 
 I completed this study as an observer. My goal was to interview students who 
completed the FYE course to gather data on their retention in college. My access to the 
FYE course at Lone Star College-Tomball came from my current role as an 
administrator at the community college. At the time of the study, I was the Dean of 
Education, English, Humanities, and Mathematics at Lone Star College-Tomball and 
served as the administrator for EDUC 1300 at the college. I also served as the facilitator 
for the Lone Star College EDUC 1300 curriculum team. This system-wide committee 
included representatives from each campus of LSC and was responsible for developing 
and maintaining the instructional guidelines and learning outcomes for the course at all 
locations. These roles allowed me to have access to how the course was developed and 




  I have direct access to the personnel involved with the course and the approval 
process at Lone Star College-Tomball. The President at LSC-Tomball at the time, Dr. 
Susan Karr, supported my dissertation topic and voiced an interest in the outcome of the 
study. I was the supervisor of the department chair over EDUC 1300, Dr. Donna 
Willingham. My own access to our student records database per LSC IRB approval (see 
Appendix B) process provided me the list of students who completed the course in Fall 
2009 and Fall 2010 to interview. 
Reciprocity 
 To meet my needs as a researcher, I must consider the needs of the participants 
when gathering data. This includes the concept of reciprocity. Patton (2002) discusses 
the difficulty researchers can encounter when trying to determine whether or not to pay 
participants, in some form or another, for their time and involvement. For this study, I 
offered participants a drink for our interview time to make them feel more comfortable 
during the interview.  
Ethics 
 Ethical issues are an additional concern for this study. Patton (2002) provides a 
checklist of potential ethical issues for the researcher to consider. The participant 
consent form (see Appendix A) fulfilled many of the requirements of the checklist, 
specifically providing the information the participants need to know (purpose, 
reciprocity, risk assessment, confidentiality, data access, and ownership issues) in order 




confidentiality, I coded all data to allow participants to remain anonymous to readers. 
The only person I shared the data with was my dissertation committee chair. 
Researcher Strategies 
 The research for my study began by gaining a greater understanding of how 
EDUC 1300 is taught at Lone Star College-Tomball. To begin, I reviewed the learning 
outcomes for the course and verified how the course was implemented. Additionally, I 
reviewed course syllabi (see Appendix C) and spoke with faculty to determine what 
teaching strategies were used to fulfill the learning outcomes. Since two meetings were 
required with an Advisor II, I also learned what was required of those meetings and how 
it relates to the learning outcomes of the course. Finally, to see the impact the course has 
had on students, I gathered data on student performance in the course, including the final 
grades, the completion of the advising component, and the persistence of the students to 
the next semester. 
 To gain a greater understanding of how EDUC 1300 fits as an FYE course, I 
completed a review of the literature on FYE courses. Most of this research has been 
done at four-year institutions, but I also reviewed the literature that exists on FYEs in the 
community college. This research allowed me to see where Lone Star College-Tomball’s 
EDUC 1300 fit into the national framework of other FYE programs at all institutions of 
higher education and, specifically, at community colleges.  
 With the data from the interviews, I began gathering documentation to provide 
another input on how the EDUC 1300 course impacted students. This required access to 




students, I looked at the students’ GPA during the semester they enrolled in EDUC 1300 
along with their GPA at Lone Star College. This information was analyzed in 
conjunction with the interviews to assertain a fuller understanding of how the EDUC 
1300 course impacted students and their performance and persistence in higher 
education. 
Emergent Design 
 The nature of qualitative research requires an emergent design rather than a 
prescribed (a priori) research design. As the researcher gathers data, that data can 
frequently require changes in the approaches of the researcher. As Lincoln and Guba 
(1985) describe, “The very requirement of an emergent design, in which succeeding 
methodological steps are based upon the results of steps already taken, implies the 
presence of a continuously interacting and interpreting investigator” (p. 102). As data are 
gathered, they are analyzed and themes emerge.  Those themes then lead to new 
questions during interviews or the search for specific documents to add to the 
understanding of the data. 
Interviews 
 Ten students who completed EDUC 1300 in Fall 2010 and who meet other 
outlined requirements were interviewed using an interview guide and informal 
conversation.  
1. Enrolled in EDUC 1300 during their first semester in college. 
2. Completed the intrusive advising component of the course. 
3. Earned an A, B, or C in the class. 
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Each interview began with an interview guide for all participants. This allowed 
consistency among the interviews to confirm that certain questions were asked of all 
participants. The flexibility, though, provided me the ability to respond to each 
individual and make the student comfortable to share his or her perceptions of the 
experience in EDUC 1300. While completing the questions from the interview guide, a 
more informal conversation was used. As Patton (2002) explains, “the conversational 
interview offers maximum flexibility to pursue information in whatever direction 
appears to be appropriate, depending on what emerges from observing a particular 
setting or from talking with one or more individuals in that setting” (p. 342). Since each 
individual’s experiences were different, this allowed me to respond to the unique 
perceptions of each participant and gain additional data. 
These interviews were digitally recorded and transcribed. Additionally, as back-
up and to provide supporting data, notes were taken. Participants gave written approval 
to be recorded and these recordings and transcriptions are kept locked within my home 
office. The questions were developed based upon the research on FYE courses. 
Additionally, my research on the EDUC 1300 courses at LSC-Tomball and my own 
experiences added to the question development. The interview guide can be seen in 
Appendix D. 
Assuring Trustworthiness 
Lincoln and Guba (1985) discuss the importance of establishing trustworthiness 
in qualitative research. They provide a list of four questions researchers should ask of 




(1) Truth value: How can one establish confidence in the “truth” of the findings 
of a particular inquiry for the subjects (respondents) with which and the 
context in which the inquiry was carried out? 
(2) Applicability: How can one determine the extent to which the findings of a 
particular inquiry have applicability in other contexts or with other subjects 
(respondents) and provide transferability? 
(3) Consistency: How can one determine whether the findings of an inquiry will 
be repeated if the inquiry were replicated with the same (or similar) subjects 
(respondents) in the same (or similar) context? 
(4) Neutrality: How can one establish the degree to which the findings of an 
inquiry are determined by the subjects (respondents) and conditions of the 
inquiry and not by the biases, motivations, interests, or perspectives of the 
inquirer?  
To answer the first question about truth value, Lincoln and Guba (1985) suggest 
that prolonged engagement is an excellent tool to establish the truth of the data. They 
define prolonged engagement as “the investment of sufficient time to achieve certain 
purposes: learning the ‘culture,’ testing for misinformation introduced by distortions 
either of the self or of the respondents, and building trust” (p. 301). This was 
accomplished through interviews that will occur over a prolonged period of time. The 
interviews were completed between the Spring 2012 through the Fall 2014 semester. 
While there was not a required length for the interviews, the interview protocol and the 




numerous questions were asked to prompt students to give detailed feedback of their 
experiences, the majority of the students were uncomfortable with the process so gave 
brief answers, even after additional encouragement and prodding. Furthermore, some of 
those interviews occurred a few years after the students completed the course; they 
frequently did not remember all of the details. The multiple participants helped eliminate 
any distortions presented by a single participant.  
The second question dealt with the applicability of the analysis to similar 
contexts. As Lincoln and Guba (1985) explain, transferability for a qualitative study falls 
upon the final user. In the case study provided, I have presented a thick description that 
will allow the readers to determine whether the context which I describe matches a 
context they are evaluating. The similarities of the contexts, or “fittingness,” determine 
what amount of the results might be transferable (p. 124) 
Third was the issue of consistency. In qualitative research, researchers are not 
able to replicate a study in exactly the same manner. The participants and the context of 
the study will always create differences. One way, however, to allow readers a way to 
see exactly how the study was done so that an individual could attempt to repeat the 
same study in a different context is, as Lincoln and Guba (1985) describe, through an 
audit trail. Merriam (2009) explains that “An audit trail in a qualitative study describes 
in detail how data were collected, how categories were derived, and how decisions were 
made throughout the inquiry” (p. 223).  
To provide an audit trail, I maintained a reflexive journal throughout the study. 




audit trail includes a written journal detailing my reflections, questions, and decisions 
made throughout the data collection and analysis stages. The journal provided a benefit 
to me, as the researcher, by allowing me to think about my actions and my decisions 
during the data collection and analysis. Additionally, it will allow a reader to follow my 
thought processes and replicate the study as much as possible in his or her own context. 
 Finally, neutrality must be considered. To confirm that I maintained objectivity 
throughout the study, I incorporated peer debriefing and member checks. Peer 
debriefing, according to Lincoln and Guba (1985), is “a process of exposing oneself to a 
disinterested peer in a manner paralleling an analytic session and for the purpose of 
exploring aspects of the inquiry that might otherwise remain only implicit within the 
inquirer’s mind” (p. 308). I engaged in peer debriefings with my dissertation committee 
chair and fellow graduate students throughout the study. These sessions allowed me to 
voice my discoveries and working hypotheses to keep me on track and focused. 
 Additionally, I completed member checks with the participants. Throughout the 
interview process, I informally confirmed with the participants that my understanding of 
their comments matched their intention. After transcribing the interview, I incorporated a 
more formal member check, which allowed each participant to read the transcript and 
provided them an opportunity to make any edits, corrections, deletions, or clarifications 
they felt were needed to accurately represent their intentions. None of the participants 
provided any feedback, comments, or changes. This final step helps confirm that I have 





Data Analysis Strategies 
 In order to have data worth analyzing, the first step is to ensure that “thick 
description” has been used (Geertz, 1973, p. 6). Patton (2002) defines thick description 
as the way “qualitative studies share the capacity to open up a world to the reader 
through rich, detailed, and concrete descriptions of people and places . . . in such a way 
that we can understand the phenomenon studied and draw our own interpretations about 
meanings and significance” (page). In order to understand a phenomenon fully, the 
description must provide the full picture. That then allows the researcher to develop a 
reasonably accurate interpretation. For, as Geertz (1973) explains, “A good 
interpretation of anything . . . takes us into the heart of that of which it is the 
interpretation” (p. 18). Data was collected through interviews with the ten participants. 
The group was a random representation of the diversity of the students at Lone Star 
College-Tomball. Table 1 gives a view of who the students were. 
 





One Male Traditional First-Generation Culinary Arts 
Two Female Non-Traditional First-Generation Probation Officer 
Three Female Traditional Multi-Generation Mechanical Engineering 
Four Female Non-Traditional Multi-Generation Business 
Five Female Traditional First-Generation Nursing 
Six Male Non-Traditional First-Generation Occupational Therapist 
Seven Male Traditional First-Generation Fire Fighter 
Eight Male Traditional Multi-Generation Computer Science 
Nine Male Traditional First-Generation Forensics 
Ten Male Traditional Multi-Generation Undecided 




The details provide some details to understand the differences among the participants 
such as their gender and declared major. Additionally noted is whether the students are 
of a traditional age (18-24) or non-traditional age (25+) and whether they are the first in 
their family to attend college (first-generation) or if a parent or grandparent had attended 
some form of post-secondary education (multi-generation). 
To analyze the data, I have used the constant comparative method as described 
by Lincoln and Guba (1985). This process requires the researcher to analyze data 
through the entire data collection process until the final report is written. As Erlandson, 
Harris, Skipper, and Allen (1993) explain, 
a naturalistic study involved an inseparable relationship between data collection 
and data analysis. . . . One effect of this continuous adjustment process is that as 
data are gathered, they are analyzed. Data analysis frequently necessitates 
revisions in data collection procedures and strategies. These revisions yield data 
that are then subjected to new analysis. The result of this process is the effective 
collection of rich data that generate alterative hypotheses and provide the basis 
for shared constructions of reality. (p. 114) 
This constant comparative method allowed me to continuously analyze the data I 
received and make any changes to my hypotheses or my questions to result in the best 
reconstruction of the event. 
To make sure the data are accurate, I created accurate transcriptions of each 




the participants. The statement of each participant was bracketed “so that the entire 
research process is rooted solely on the topic and the question” (p. 97). 
Second, I unitized all relevant statements. Using the completed interview 
transcripts, the data are organized into units that “must be the smallest piece of 
information about something that can stand by itself” (Lincoln & Guba, 1985, p. 354). In 
my study, the data analysis process began after the first interview was completed. Once 
that interview was done and the transcription typed, the data were divided into units and 
printed onto 4 X 6 inch index cards and coded with information about (1) the participant, 
(2) the date of interview, (3) gender, and (4) semester EDUC 1300 was taken. This 
process was repeated for every participant. 
Next, the unitized 4 X 6 inch index cards were reviewed individually and placed 
into groups of common themes. Through this process, I discovered the themes that were 
presented by the participants’ experiences in the phenomenon. Using the analyzed data, I 
then created a description of what happened in the experience, using examples from the 
participants (Creswell, 1998). This “portrayal is an abstraction of the experience that 
provides content and illustration” (Patton, 2002, p. 486). At this stage of my study, I 
developed a written description of what each participant experienced while enrolled in 
EDUC 1300 and the impact it had on the participant in regards to higher education. This 
detailed account provided context for the reader to understand the personal experiences 






As revealed through this chapter, qualitative research was the most fitting 
approach for my study, and the theoretical approach selected was phenomenology. The 
constant comparative method of analysis of ethnographic data was chosen for data 
analysis. Through this process, I was able to discover the common themes to determine 
students’ perceptions of EDUC 1300 at Lone Star College-Tomball and University Park. 
The following chapter provides the findings from this data analysis. 
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CHAPTER IV  
DISCUSSION OF THE FINDINGS 
The students in the study provided important insights into what did and did not 
matter to them in their EDUC 1300 classes at Lone Star College-Tomball and University 
Park. These ten students were randomly selected from the pool of students who 
successfully completed the course. The students represented the diversity of the students 
in community college and the numerous goals they had when they first began college. 
Their perceptions of the course regarding the impact it had on their persistence are 
detailed below. 
Participants 
Ten students who had been enrolled in EDUC 1300 at Lone Star College-
Tomball and University Park in Fall 2010 were interviewed for this study. They were 
randomly selected from the pool of students who successfully completed the course. Of 
the ten students, six were male and four female which is the reverse of the current ratio 
of male to females in college. Three of the participants were non-traditional, or over 
twenty-five years of age, which does mirror the enrollment of Lone Star College’s 
population. 
Participant One is a first-generation, traditionally aged male. His parents 
financially supported his college enrollment. He originally came to school to make 
money and take his basics, so he thought he would be a nurse. He did not have any focus 
other than he needed to go to college so he could earn a lot of money later. At the time of 
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the interview, he had changed his goal to become a cook and open his own restaurant. 
He had no additional responsibilities beyond completing his coursework. 
Participant Two was a first-generation, non-traditional female with children. 
When her oldest children began college, she followed suit, while still raising younger 
children at home. Her sisters have now also begun college after seeing her success and 
with her encouragement. Her original goal was forensic science but, after discovering 
the amount of math required, she changed her major to probation officer and planned to 
transfer to Sam Houston State University. 
Participant Three was technically a traditionally aged student but she was a 
Katrina refugee (Hurricane Katrina had occurred in 2005). Her family moved from 
Louisiana to Houston where she was home schooled to complete her high school 
diploma. She was a very independent young lady who was paying her own way through 
school. Her original major was to become a registered nurse but she changed to a 
mechanical engineering student planning to transfer to the University of Texas 
Participant Four was a non-traditional international student. She came from 
Canada to begin school after working different types of jobs in her hometown. She was 
an independent woman without children who originally was working toward a general 
business certificate but expanded her degree plan to complete her Associates of Arts 
degree in Business. 
Participant Five was a traditionally aged female student who was part of Lone 
Star College-Tomball’s TrIO program which supports first-generation and low-income 
students to be successful in completing their academic goals. When she first came to 
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college she was undecided on her major. She started school because her boyfriend was in 
college, so she thought she would join him. She changed her goal to anesthesiologist, but 
she was struggling academically and was on academic probation. She was trying to get 
into the nursing program but did not know what she would do if she did not get in the 
following semester. 
Participant Six is a non-traditional male and also a Katrina refugee. He was a 
veteran who then had extensive work experiences in New Orleans before moving to 
Houston in 2005. After many years of trying different work fields, he decided to come 
back to school to become an occupational therapist. He was a TrIO student, along with 
his wife, as they also raised children at home. He was working toward transferring to 
complete a bachelor’s degree at University of Houston or Sam Houston State University.  
Participant Seven was a traditionally aged male who originally came to school to 
get his Associate of Arts in Criminal Justice and then transfer to Sam Houston State 
University. He changed his focus and, while he completes his Associate of Arts, he 
planned to join the Houston Fire Academy to become a fire fighter. He “might come 
back and finish up but for right now it’s just not for me” (7.M10.02012013.45). 
Participant Eight was a traditionally aged male whose parents completed college. 
He was an English language learner who came to college to get a computer science 
degree. He continued down that path and was transferring to University of Houston 
where he was already taking some classes in computer science. 
Participant Nine was a first-generation traditionally aged male. His father 
attended a technical school. When he first came to college, he planned to earn a degree 
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in nutrition but subsequently planned to earn his Associate of Arts and transfer to Sam 
Houston State University for a degree in forensics. 
Participant Ten was also a traditionally aged male whose parents attended 
college. He would not share much about his personal life other than to know he planned 
to get his basics and then transfer. He was still undecided in his major. 
Perceptions on Persistence 
This study proposes to answer the question: What are the perceptions of first-
time-in-college students regarding the impact a First-Year Experience course at a large 
community college system had on their persistence in higher education? Lone Star 
College created EDUC 1300: Learning Frameworks in hopes to increase persistence for 
students coming to college. Numerous factors can impact students’ decisions to continue 
in their pursuit of a certificate or a degree. The student success course provides 
curriculum and support in an intentional format to prepare students for college, help the 
students focus on their educational and career goals, and connect them to the services 
and individuals who can assist them on that path. But good intentions do not always 
result in good results. Hearing from students about how they perceived their experience 
in EDUC 1300 can allow community colleges to determine whether a student success 
course is an appropriate solution to increase persistence and, if so, what components of 
the course are most impactful. 
Early Semester Impressions 
When this study took place, EDUC 1300 was required for all first-time-in-
college students who placed into two developmental education courses at Lone Star 
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College. One of the first assignments students had to complete was a scavenger hunt that 
introduced them to important locations around the campus. This tour familiarized them 
to both academic support locations like the tutoring center and library and student 
engagement support like the gym and the student activities office. Additionally, the 
students completed a career exploration project that had them take assessments to 
determine the best career for their personality and what type of lifestyle the career would 
provide them. 
Mandated Enrollment 
As students registered for classes, they were told they had to take EDUC 1300 if 
they were placed in two developmental education courses. Learning about their first 
impressions on having to taking the course provided some helpful information. The 
students took the course because they were told they had to, though one participant was 
frustrated by the mandate.  
Participant Four was frustrated with having to take the course. “But as a 
requirement it’s a requirement and you’ve got to do what you’ve got to do” 
(04.F10.01272012.59). Then once she got into the course, she felt it was a waste of her 
time as an older student and that she knew everything in the class already. Participant 
Five was worried that the course was going to be hard, while Participant Seven was not 
happy that it was a required course. His grandfather was an advisor who said he had to 
take it, so he didn’t “think twice about it” but took it (07.M10.02012013.8) Participant 
Eight said he really did not have any thoughts about having to take the course. It was 
fine with him as it was a developmental course like the others he was taking.  
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Participant One did not know what the course was about. It did not make sense 
like English or Math, but he enrolled because he was told he had to. He really did not 
think about it much or question why he had to take it. Participant Two also did not know 
what she was getting into. She could not get into the math course she wanted to so the 
advisor recommended this course to maintain full-time status. Participant Three also 
enrolled because she was told it was required and considered it as just another pre-
requisite like the others. Participant Nine called it “the guinea pig class” because it was 
for students in their first semester (09.M10.12092014.22).  
Scavenger Hunt 
One of the first assignments students complete in EDUC 1300 is a scavenger 
hunt. This activity requires students to walk around campus to find important locations 
that the institution believes can help students through their educational path. Seven 
participants provided feedback on the scavenger hunt. Four of these found the 
experience beneficial because they learned where some places were that they might have 
overlooked or never noticed. Participant Two learned that there was a gym on campus 
which she thought many students didn’t know. The seven participants recalled the visit 
to the library and getting to learn how it worked. Participant Five found the assignment 
helpful because, being nervous, she was able to get a better sense of where things were 
on campus and what services were available. By being introduced to the tutoring center, 
she used it later for support in her writing and math classes. Participant Three said the 
scavenger hunt “made me feel more comfortable” (03.F10.04032012.53). 
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While one participant had mixed feelings about the assignment, three of them did 
not feel the activity was worthwhile. Participant Three commented that since the campus 
was fairly small, she wasn’t sure how necessary the scavenger hunt was. Participant 
Nine echoed this perception. He said that the signs around campus made it easy to find 
whatever you needed so he felt the assignment was pretty basic. Participant Seven’s 
recollection of the scavenger hunt was that his class worked together to find the 
locations as quickly as possible so they could enjoy an early release from class. 
Participant Four questioned why the instructor did not just take the students around the 
campus to show the places they needed to know instead of sending them off on their 
own. She acknowledged the goal was probably to make it fun, but it seemed like a waste 
to her. 
Redefining Educational Goals 
One of the major goals of EDUC 1300 and most FYE courses is for students to 
determine their academic major and educational goals. Students complete a career 
exploration paper that requires them to research information about their career choice, 
including income and job opportunities so they can make sure it matches their lifestyle 
goals and their personality and interests. Three of the students credit the course with 
redefining their educational goals while others felt the process was beneficial in 
solidifying their choices. 
Participant One appreciated the focus on student’s goals as he felt it helped him 
refocus to a more appropriate major. He had come to college planning to become a 
nurse, but as he had to answer questions about what to expect from college and what his 
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goals were, he realized that nursing didn’t match who he was, and he needed to find a 
career that he enjoyed. During the semester he spoke with his professor and discovered 
that his real passion was cooking, resulting in his changing his goal to transfer to 
culinary school. 
Participant Two recollected that the personality test they took helped her find her 
major. She said the test was provided to match students’ strengths and interests to a 
career. Her results showed social work as her top career match, and this led her to 
discover probation officer as her career choice. A project they completed that helped 
solidify this decision was a scrapbook the students had to create that showed where they 
saw themselves in ten years. From her perspective, it made the goals realistic and clear 
as the students had to connect their long-term goals in life to the realities of their 
selected career. They had to match their desired lifestyle to the average salary of their 
selected career. 
Participant Five recalled taking a personality test and having to write a paper 
regarding her selected career. The test guided her to physical therapy or other health 
services careers where she could help other people. Participant Six felt the survey they 
completed to determine which career would be a good fit for them was beneficial, 
especially for students straight out of high school. While as a returning student, he had 
already selected his major, he felt the assignment was worthwhile. 
Course Content 
The EDUC 1300 – Learning Frameworks course has the following student 
learning outcomes: 
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1. Students in the college success course will be able to assess and report on their
strengths, preferences, and college and career success attributes.
2. Students in the college success course will be able to identify, describe and
utilize campus support services, systems, and student life opportunities.
3. Students in the college success course will be able to use financial literacy
knowledge and skills to create a personal money management plan for college
success.
4. Students in the college success course will be able to formulate educational and
career goals and apply strategies to advance their goals and college performance.
5. Students in the college success course will be able to create an academic plan and
identify the requirements for successful completion of their academic plan.
6. Students in the college success course will be able to establish collegial
relationships with LSCS faculty, staff, and peers.
During the interviews, the students shared their perceptions of the student success skills 
they were taught, especially items like notetaking, time management, and other skills 
students need to be successful in their classes. Additionally, they discussed the ways the 
class strived to encourage students to engage with the campus community through 
student organizations and other campus activities. 
Student Success Skills 
While helping students clarify their academic and career goals is a critical 
outcome for EDUC 1300, another major focus is providing students the academic and 
social skills they need to be successful in their college classes. The course includes 
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lessons on notetaking, time management, and other types of study skills. Six students 
found these lessons helpful as they progressed through their academic career. 
Participant Five was a strong proponent of the course. She felt like the notetaking 
skills would definitely help students progress and be successful. She described the 
course as “it was just like a basic . . . Need-to-know class” (05.F10.01272012.34). 
Participant Two appreciated discovering what kind of learner she was, how to study 
based upon her learning style, and all of the study skills included in the course. 
Participant Eight felt that the course helped him learn to pay more attention in all of his 
classes by taking notes and keeping his files in a folder. The most significant lesson he 
learned was how to manage his time. He also enjoyed the journaling the class did, 
feeling that it helped get frustrations off his chest. He said the course helped him learn 
how to pay more attention in his classes even to the point of realizing he should buy a 
recorder for his geology class. He believed the time management skills helped students 
avoid the hurdles and barriers they hit as they try to complete their college degree. 
Participant Four felt that the class improved her skills including her listening 
skills and to not be afraid of asking questions in class. She recalled a journal about what 
they did on a daily basis and how they prioritized their time. The journal helped her see 
how she spent her time and what her priorities really were. She felt that students could 
see the correlation between the amount of time they worked on their classes and their 
grades. Participant Seven also recalled having to write a journal every week to just talk 
about what happened in school and how they were studying and a review of the chapters 
62 
they read. While the journals were beneficial, he acknowledged that while he recalled 
taking the learning styles inventory, that information did not stay with him.  
Participant Three reflected that an assignment that she hated during the semester 
ended up being the most beneficial part of the course. They were required to keep all of 
their homework and submit it at the end of the semester in a binder. “I had to keep up 
with that because it would just be overwhelming if I didn’t, so I couldn’t procrastinate. 
So that was probably the best thing to keep on track with that. It wasn’t fun” 
(03.F10.04032012.54). She said the class helped her learn and study better especially 
through organizing her materials. Personality quizzes like What Color is Your Parachute 
were memorable to her. She took the study skills component to heart and started doing 
her homework every night which helped her keep from falling behind. 
Many of the study skills lessons were provided through the textbook, but students 
also referenced the way the faculty used videos to present the material. Participant Five 
recalled watching brief videos in class that dealt with how to be successful in life and 
handle difficult situations that the students then discussed in small groups. These 
activities made the class very interactive instead of boring. 
Not all students felt that this focus on study skills was necessary. Participant 
Nine felt the class was “just personal learning experiences” (09.M10.12092014.36). 
Participant Four also commented that the skills were not helpful to her. “I don’t believe 
that I used any of that material since I walked out of that room” (04.F10.01272012.p.93). 
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Campus Engagement 
Typically students who are engaged in the campus have a greater likelihood of 
persisting to the next semester and completing their coursework. Unfortunately none of 
the students stated they were interested in participating in any of the clubs. One of the 
course outcomes is to encourage students to get involved in student organizations and 
take advantage of the student support services throughout the campus. Participant Five 
wanted to attend the club activities fair that the campus had near the beginning of the 
semester but was doing homework. She said she was still shy and was not sure what 
clubs existed on campus. Participant Nine said he was not “one of those people” who 
joined clubs (09.M10.12092014.38). Participant Two commented that they discussed the 
clubs in her class but she was not interested, especially as an older student. She said the 
“younger kids . . . should know about that stuff” (02.F10.03212012.78).  
Additionally, students did not acknowledge taking advantage of the instructional 
support services provided on campus after being introduced to them. Participant Two 
recalled having to do a library search activity and did not like it. Participant Four did end 
up using the library but not the tutoring center. 
Course Interactions 
While assignments and learning outcomes are the foundation of a course, the 
interactions with people within the class can frequently have the greatest impact on the 
students. The participants shared their perceptions of the interactions with their faculty, 
their advisors, and their peers. Having faculty who were highly engaged with their 




educational goals, and connecting with other students were critical to positive responses 
to the class. 
Faculty 
Faculty were critical to the student engagement and student learning that takes 
place in classes. As EDUC 1300 is taken by students during their first semester in 
college, the faculty member can have a positive or negative impact on students 
continuing their educational career. Each participant had a lot to say about their faculty 
and the impact they had on the class and their learning. Participant One felt that the 
teacher makes a big difference on how meaningful the class would be to each student. 
Nine of the ten participants commented on how engaging and supportive their 
teachers were. They appreciated that the faculty took time to get to know their names 
and would get to know each individual. Participant One said that students had to go to 
his professor’s office to meet with her so she could talk to each student individually. 
Participant Three said her instructor was very involved with the class, sitting with them 
and getting to know them. Participant Four had some issues with the class as an older 
student, but she was able to voice her concerns with her instructor who respected the 
student and tried to improve the situation. For Participant Five, the instructor showed her 
support by sharing details of her own life, especially her college experience. This made 
the class more engaging and beneficial to the student. She was able to talk with the 
instructor about her goals which she found very helpful. Participant Six said her 
instructor encouraged students that they could overcome any of the challenges they will 
face in college by either the support resources the college has or by asking questions. 
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She made the students feel that they could reach their educational goals and that success 
was possible. “She instilled . . . in us no matter what to just keep, just keep pushing, just 
keep driving, just keep pushing” (06.M10.01302012.p.53). Participant Ten summed up 
the support many of these professors showed when he commented that even semesters 
later he would see his professor in the halls and she would stop and ask how he was 
doing. 
Due to their supportive nature, most of the students really liked their professors. 
Participant One felt his instructor was “excellent” and a “natural teacher” 
(01.M10.02092012.97). She really helped him out and was a really nice teacher. She 
showed the students around campus to make sure they knew where everything was. 
Participant Two said her instructor was “very down to earth” (02.F10.03212012.70). She 
really liked her because the professor was sometimes late to class which the student 
interpreted to mean that the professor had a life that sometimes got in the way just like 
her students, “but we also have business to take care of” (02.F10.03212012.71). She was 
easy but would push them to get their work done while respecting their overall work and 
life conflicts. Participant Three said her instructor was really nice and made the class 
interesting. She wasn’t too relaxed but just was a good teacher. Participant Four said her 
professor, in her first semester of teaching, was an “awesome” teacher “who had good 
intentions for the class” (04.F10.01272012.101). This student was not happy with the 
class but stated that the instructor was responsible for her sticking with the class the 
entire semester. “She had a heart of gold and she was just looking out for everybody” 
(04.F10.01272012.63). Participant Five also described her instructor as “awesome” with 
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her calm and relaxing personality instead of others who have a do-it-now-mentality 
(05.F10.01272012.38). The instructor was really helpful by explaining things in different 
ways than other instructors. As she said, “I loved the teacher” (05.F10.01272012.7). 
“Awesome” was also the word Participant Ten used to describe his professor while 
Participant Seven chose “cool” (10.M10.12092014.35; 07.M10.02012013.11). 
Participant Six described his instructor as someone “who was very meek and mild yet 
incredibly smart, who passionately wanted to make sure that the students understood 
what college had to offer” (06.M10.01302012.26). According to him, she was very 
gentle yet had command of the class.  
While the vast majority of the participants really appreciated their faculty, 
Participant Eight was not as impressed with his instructor. He felt she was an average 
teacher but was lenient and helped him when he took a little while to get his book. He 
did state that now that as she became an advisor, he still went to her for advice on his 
other courses. 
While the overall impression of the faculty was very strong, two of the 
participants who were older students felt that the faculty member sometimes used them 
as mentors for the other students. One saw this as a positive experience where the other 
did not. Participant Six said there was an incident in class on a day he was not present 
where a group of boys were not respectful to a young female in the class. The professor 
allowed the class to respond to the situation without much interference but was there if 
needed to take control. The next class the professor brought the topic up again so that the 
mature student could provide his input into the situation and help teach respect for others 
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in a way that she would not have been able to on her own. The benefit was that the 
students were able to manage a potentially awkward situation among themselves. 
Participant Four felt she was in a more difficult situation. With the instructor teaching 
her first semester, she wasn’t quite prepared for the students. She was engaging and 
would ask the students what they did over the weekend and then ask about their 
homework as a friendly, encouraging reminder. She was “caring” and “gave one 
hundred and ten percent” (04.F10.01272012.60). While she respected her instructor for 
her work ethic, she felt that “the teacher was using me as a role model for the younger 
students who were just out of high school” (04.F10.01272012.21). 
Intrusive Advisors 
An integral component of the course is the inclusion of intrusive advising. 
Students had to meet with advisors multiple times within each class. Participant One felt 
that the meeting with the advisor “takes all the stress from your shoulders about what 
class” to take (01.M10.02092012.36). New students do not know what to do or how to 
do it and the advisors helped with that. The advisor recently helped guide him to his 
transfer institution. He had intended on going to a culinary school in New York City, but 
the cost of tuition and the location had him looking for another option. His advisor 
recommended a culinary school in Austin. Through these conversations, the advisor 
helped guide what classes to take at Lone Star College so they would transfer. When 
asked if he would have met with an advisor on his own if it was not part of his class, he 
said he would have eventually needed to. He did think having the advisor connected with 
the class helped because they can guide students early on before they find out on their 
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own that they need help. Students just want to get in and get out, so they don’t stop to 
make sure they are doing the right thing for their plans. Additionally, he appreciated the 
speech class the advisor recommended. 
Participant Two found the inclusion of the advisor was probably the most 
beneficial component of the course as students, especially returning students, do not 
think to go to them. Frequently students are just taking classes, not really knowing what 
they are doing or what classes to take. As an “older student sometimes you’re kind of 
embarrassed to ask” (02.F10.03212012.27). She now knows talking to an advisor is not a 
big deal; it’s what they are there for. Prior to the class, she did not know that. The 
advisor helped her plan her schedule and she will now go speak to one as she is 
preparing to transfer to Sam Houston State University. She encouraged her daughter to 
speak to an advisor and suggested it be required of all students when they first register. 
As she changed her major, she knew she needed to speak to her advisor to make sure 
what the best place is for her and what courses she should take. She did recommend the 
advisor portion should be early in the semester to help students out at the very 
beginning. 
Participant Three stated how helpful the advisors always are. She has changed 
majors three times and spoke with them to make sure she knows what she needed to do 
with the major change. They helped her stay working toward her path, and she felt 
comfortable to go meet with them when needed. The advisor helped her realize she can 
look through the catalog to get a better idea of what would interest her for a career.  
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Participant Four, as an international student, already had to meet with her 
international advisor. She enjoyed the communication and “them knowing where I’m 
going with everything” (04.F10.01272012.38). As she was already working with a 
mandatory advisor, the intrusive advising did not really impact her directly, but she did 
feel it was important for the other students. “I think advisors are awesome and I think 
everybody should spend as much time with them as they can because they really do help 
get your goals done” (04.F10.01272012.42). She commented about all of the classes 
having just these names and numbers that do not mean anything to a student. 
Participant Six discussed how the advisor helped him when he did not get 
accepted into the physical therapy assistant program. She helped him move forward 
toward an associates degree and to transfer. The advisor told him to see what life offers 
as he continued to take the right courses and prepare to apply again. He called her a 
“beacon of light” who would take the time to speak to him and guide him 
(06.M10.01302012.37). After he suffered this academic setback, he credited his advisor 
with keeping him in school because she asked about his overall motivation so he could 
find the way to continue toward a new goal. He stated how most students just think 
about advising when it is time to register for classes, but they provide much more 
guidance. He was in TrIO at the time of the interview with a hands-on advisor who was 
helping him as he navigated the steps he had to take to reach his goal. Participant Eight 
liked when the advisor would come because she would do a random gift bag with each 
visit. He got a free cup one time. He would visit with her to know what classes he 
needed to take. After he received his required course list, he had not used the advisor 
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because he planned to take the courses off the list. He did go see the advisor originally 
about his career plans which got him set on the right path. 
While most participants had very positive experiences with their advisors, a 
couple had mixed experiences. Participant Seven was the grandson of one of the campus 
advisors, but he had a different advisor for his EDUC 1300 class. He liked meeting with 
her because she kept the students on track. He felt those meetings allowed him to ask 
additional questions about his academic goals which he thought was extremely helpful. 
He enjoyed those meetings and thought she was really good. At the same time, 
understandably, his grandfather helped him out a lot by answering questions or putting 
him in contact with the right people. He had situations where the advisors since his first 
semester had not been as helpful as he would like. He encountered a situation where he 
felt rushed instead of helped by an advisor. Participant Nine did not recall meeting with 
an advisor. He only used them when he needed permission to get into a specific class. 
Participant Ten felt that the advisor was helpful but not really necessary. He did say it 
was beneficial but did not make a direct connection to his performance in the course or 
afterward. 
Finally, Participant Five felt that the advisor did not help her. The classroom 
visits were group conversations and she did not feel the advisor had time for one-on-one 
conversations with her. Whenever she would try to go visit with her advisor, the advisor 
was always busy. When she did get to meet with her, she was nice but it just was not a 
long enough conversation. She ended up with TrIO which does provide the type of 
advising that she found beneficial. 
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Peers 
Students have numerous ways of responding to their peers in classes, especially 
during their first semester of coursework. Some are nervous and uncomfortable while 
others are excited to make new friends. Participant One enjoyed the fact he got to meet 
people on campus and Participant Eight commented about making new friends in the 
class. Additionally, Participant Ten felt that the other students seemed nice. Participant 
Six enjoyed the fact that the class put him in contact with other students who were in 
college for the first time or were an older student like him. On the other side, Participant 
Five was uncomfortable with the other students. She felt some were a little crazy, so she 
just sat in the corner during class. She commented numerous times throughout the 
interview about her shy nature, so the loud nature of the other students made her feel 
uncomfortable. Participant Three had a somewhat similar reaction, commenting on the 
“rambunctious” students in the class (03.F10.04032012.62). Participant Four complained 
about the other students who did not do their homework, especially when they were 
completing a group project and hadn’t done their part. 
One of the ways many faculty encourage student engagement in their classes is 
by including group work for some of their assignments. Participant Five liked the group 
work because it helped her get to know the other students. She was shy, so this forced 
engagement helped her feel more confident to ask her classmates if she needed help. 
Because of her shyness, she did recommend adding some speech activities to the class to 
help with engagement. Participants Nine and Ten also recalled the numerous group 
activities but did not present an opinion about them. 
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The three non-traditional students in the course did have some frustrations with 
the way the course was developed as they did not feel the course fit their needs. 
Participant Two discussed the awkwardness of interacting with the younger students. 
She first felt uncomfortable when they wanted to be her friend, but then, after working 
with them, she found that she did gain benefits from them. When suggesting creating 
sections just for returning students, she said it would not be beneficial as all of the other 
classes were mixed. Participant Six did enjoy the class and enjoyed the role of mentor to 
the younger students. He did state that “the older students don’t have the same 
challenges that the younger ones do” (06.M10.01302012.67). 
Participant Four was much more frustrated. She felt that everything was geared 
toward younger students. She said it would be beneficial for “those that daddy’s paying,” 
but was not necessary for those who had already lived life and learned the basics of a 
mature adult (04.F10.01272012.48). When asked by the instructor for advice for her for 
the next semester, the student “told her you need to focus it more on adults that have 
been in the work field so it’s not frustrating for them” (04.F10.01272012.32). 
Final Perceptions 
After completing the course, students were able to provide some overall 
perceptions of their experiences. They shared numerous statements regarding the 
benefits the course provided them and how they felt the course helped them meet their 
academic goals. Students also discussed the ease of the course, feeling that the class was 
basically an easy A with no academic rigor. They also shared feedback on whether they 
felt the course impacted their educational persistence in future semesters. While many of 
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these comments were supportive, others had negative reactions to the class which they 
shared. Finally, students made recommendations for future semesters to be considered. 
Course Benefits 
Eight of the participants found benefits from the student success course. 
Participant Three appreciated being introduced to the different learning styles of men 
and women. She said it helped her learn and study better. She was glad she took the 
course because she felt it helped her more than she originally thought. She believed that 
the course should be required for all students because they wouldn’t take it on their own 
but the benefit was worth it. 
Participant Five also felt that the class provided many benefits for the students. It 
gave students tips and helped them be comfortable in their surroundings. The class 
opened up new possibilities for her. She said “the class was awesome. And the teacher 
was too” (05.F10.01272012.73). She felt the class made you less shy because students 
were encouraged to “go up to somebody and start a random conversation” 
(05.F10.01272012.75). She did not have any concerns about whether she got college 
credit for the course because she liked it that much. 
Participant Six felt that the course would be beneficial to all students. He said it 
“can help catapult them and guide them and actually start to get them set up with some 
stability as far as college was concerned” (06.M10.01302012.65). He felt the materials 
would help new students understand the difficulties they might encounter throughout 
their educational experience and provide needed assistance to persevere. People are there 
to help students along the way as he experienced. He said that, as an older student 
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coming to college for the first time, “the class really grounded me, pointed out all of the 
avenues I needed to be aware of” (06.M10.01302012.57). He was adamant that this 
course was important for all entering students. He thought it had a tremendous impact on 
him on a number of different levels. 
Participant Seven felt the one beneficial component of the course was thinking 
about what he wanted to do and setting goals. Participant Eight felt the main benefit was 
learning about time management and how to take notes. He thought that all students 
should take it to be focused on their final goal. Participant One told his friends to enroll 
in the class their first semester because it “takes some stress away” 
(01.M10.02092012.45). He felt it was not a waste of time and “it’s a good way to start 
college” (01.M10.02092012.35). Participant Two also felt the class was beneficial 
because we always get something out of every experience. She felt the chapters from the 
textbook were most beneficial. She also liked that the class wasn’t too hard “because it 
got my feet wet but . . . wasn’t too terribly mind-boggling” (02.F10.03212012.13), 
especially with the other courses. Additionally, Participant Four found the course 
beneficial for “exploring other ways of dealing with circumstances in life” 
(04.F10.01272012.55). She thought the interactions of the class were good. 
Additionally, three of the students said the course helped them transition and 
adapt to college. Participant Six said the course made it more comfortable coming to 
college as it would introduce him to the “college experience and college life” 
(06.M10.01302012.12). It helped him calm down and answered “a lot of questions that I 
thought I might have” (06.M10.01302012.4). Participant One said this class helped settle 
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him into college. He felt it is “a class to teach us how college runs. . . . That was what it 
was to me” (01.M10.02092012.74). While he did not feel the course was necessary, it 
did help students get adapted to college. Participant Eight recommends the class to other 
students to keep them from making mistakes that can lead them to failing. 
Easy College Credit 
For half of the students, the positive response was due to their perception of how 
easy the class was. Participant One felt this was an easy class to have completed. It was a 
“chance to go calm down from my other classes” (01.M10.02092012.25). It relaxed him 
and was his “free class” as it was mostly participation and helped him get through his 
first semester (01.M10.02092012.23). He even joked that he wished there was a 
Frameworks II class to have another easy class in his schedule the second semester. He 
saw it as “just a class I took just to enjoy college” (01.M10.02092012.30). 
Participant Five originally thought the class was supposed to be like English and 
math, with lots of homework and essay writing. When she learned that it did not have 
that, she stated that it was an easy class to complete and was not hard to make an A 
because “it’s common knowledge” (05.F10.01272012.86). Participant Ten felt the class 
was easy as well. He earned his first A in a long time as his primary goal was just to pass 
his classes. It was a “good GPA boost” (10.M10.12092014.28). Participant Two also 
commented that the course was an easy one and Participant Nine recalled watching a lot 
of movies and that the course was one where he was able to get an A.  
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Persistence 
As the students I interviewed had all passed the class and were still on campus to 
be able to answer the interview questions, this is a group that had persisted past their first 
semester. The question to be determined, however, is if the students felt the FYE course 
played a part in their decision. Overall, they did feel the course helped, but they also said 
they would have continued regardless of taking the class. 
Participant Five said that the course did contribute to his beginning college with 
all As. His grades began to go down after that, but that strong start helped him continue 
through the future semesters when things began to get harder. Participant Six also felt 
the course assisted in his persistence, but he also gave credit to his instructor. Participant 
Eight saw how the course impacted his immediate success and said that, as he is further 
in his educational career and has encountered some difficulties, he should go back to see 
if there are some techniques or study skills he could incorporate to help him be more 
successful. Participant Seven realized that the course helped prepare students for when 
their plans change. At the time he did not think that would be an issue, but then he 
realized that it gets students thinking about what they need to be successful and can 
really help them through those times when changes occur. 
Participant One, who did not feel the course was beneficial, saw that one of its 
goals was to “encourage you to come back” (01.M10.02092012.71). He said he would 
have returned the next semester regardless of taking EDUC 1300, but it did make it 
easier to stay in college. Participant Three said that she would have continued toward her 
educational goals without the class, but that it did help her for the next semester. She 
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acknowledges that the content did not necessarily stick with her, and she is now 
struggling. She sees that as a reflection on her, however, not on the course. 
Negative Reactions 
While students did see a correlation between taking the course and persisting to 
the next semester and saw some benefits from the class, students also had some negative 
responses to the experience. Participant One felt that he did not really learn that much 
from the class. He thought the course was mostly a waste of time as it did not relate to 
anything. With the ease of the course, it made him feel college could be doable for him. 
If given an option, he would have rather have taken a speech or psychology course, 
something that would be “way harder, but . . . would help me in my career” 
(01.M10.02092012.70). He also said that a lot of his friends did not like the course. He 
referenced the “crafts” they did that just seemed to lack any meaning. He did not see the 
usefulness in the course as it basically just taught how to enjoy college. The most 
memorable part of the course for Participant One was that they colored in class. His 
impression was that “if this is how college is this is going to be awesome. But then my 
bubble got popped. It got harder” (01.M10.02092012.33). 
Participant Four also used the phrase that the course was a waste of a whole 
semester. She said she cared about being there and getting a good grade but that it was 
frustrating. She “didn’t get anything out of the class” (04.F10.01272012.47). As an older 
student, she felt very frustrated and spoke with the instructor about it. The instructor 
asked her to “keep my spirits up” because “she needed me to lead my group and guide 
them in the right direction” (04.F10.01272012.57). Participant Four was also frustrated 
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with the course because, as an international student, she had to pay international rates for 
this course. Another word she used to describe her reaction to the course was 
disappointed. She did not like the creative types of projects. Her perception was that the 
big poster board projects and collages were a waste of her time. She also called the 
textbook “childish” (04.F10.01272012.85). She said she was “much more mature than 
the assignments in that class” (04.F10.0127201.26). She recalled completing a career 
exploration paper but felt that it was a waste of time when she already knew her career 
goals. 
Participant Nine did not like the course and that they did not do much in the 
class. He called it “a waste of my time and money” (09.M10.12092014.11). He 
remembered “I was a college student and I colored. I was like, I mean it was funny but at 
the same time you’re in college. You’re not supposed to color” (09.M10.12092014.12). 
While they did have to learn about how to study and how students learn, he did not 
believe he gained anything from it that benefited him. While Participant One also 
recalled coloring but saw it as a way it made the class easy, Participant Nine felt that 
coloring was not something he thought he would be doing in college.  
Participant Seven said the class was not what he anticipated it to be and that it 
was not necessary. He did not feel the course helped him in any way. He remembered 
having a lesson about peer pressure and, as the topic had already been covered in high 
school, it should not be part of a college course. He commented that the course did not 
help him meet people or improve his study habits. Participant Five called the class easy, 
recalling class ending early after students completed a campus scavenger hunt. 
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Additionally, Participant Six described the class as mostly busywork. While Participant 
Ten believed the course was beneficial, he said that since he was still struggling to get 
out of developmental courses, he was not sure how helpful it was overall. 
Recommendations 
The students made recommendations to improve the class for the next students. 
These recommendations include suggestions such as activities that would provide more 
real-life learning experiences.  
Participant Two suggested finding a way to do some real career exploration like 
the ride-along that criminal justice students can take. Instead of just an introduction to 
learning, it would be an introduction to the career to discover if this is what a student 
really wants to do. It could be a weeklong shadow of a person in the chosen career. Her 
own daughter went through a similar experience at Texas A&M University where she 
thought she wanted to be a veterinarian. After the experience, she changed her mind and 
changed her major to nursing. This would help avoid those situations where students 
complete a degree and go out into that job just to discover they did not like it. Another 
unique recommendation came from Participant Eight who suggested bringing in guest 
speakers and videos from former students who are now employed and can speak about 
how the course helped them be successful in their future careers. 
Participant Four suggested creating sections specifically for different students. 
She suggested sections for students “fresh out of high school” and others for those 
students who “have established themselves and they know where they are going in their 
life, and why already they have goals that they have reached and they know how to do 
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that” (04.F10.01272012.78). In contrast, Participant Six suggested that the course should 
not be segregated by age or life experience. He said the “melting pot” created an 
opportunity for everyone to contribute something different to the class. It made it better 
than if all of the students were returning students like him.  
Participant Four also suggested that the class should be offered in a shorter 
session instead of the full semester. She recommended an eight, five, or preferably three 
week course. “A full semester makes you just shake your head” (04.F10.01272012.70). 
She additionally recommended that the course deal with more than just school issues like 
study skills. It should support your daily life and be job-related. She saw it as a way to 
balance school, life, and work through time management and goal setting. 
At the time the study took place, EDUC 1300 was not required for all students. 
Participant Two said she thought making the course required would not hurt because 
everybody “would get to talk to an advisor” (02.F10.03212012.60), but she was not sure 
it should be required for everybody. Participant Three said that it would need to be 
required because students straight out of high school would not take it if it was not. 
Participant Seven did not feel the class was beneficial to him because it 
was not college oriented in a way that would help him be successful in college. Even 
with this opinion of the impact for himself, he stated that the class was “absolutely 
necessary to have to take” (07.M10.02012013.59). He thought it could be a good option 
for a student who had struggled in his classes to take to potentially help the student be 
successful in the future. 
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Summary of Findings 
The purpose of this study was to provide students’ perception of the impact an 
FYE course can have on their persistence in college. Through the interviews of these ten 
diverse students at Lone Star College, we can gather some insights into what works and 
what does not work for them. Overall, students found three consistent benefits to the 
course: academic support, engaged faculty, and intrusive advising, as visualized in 
Figure 1. Academic support exists from through the study skills presented throughout the 
course, the instruction on learning styles, the focus on the career exploration and goal-
setting, and the instructional support such as tutoring. Engaging faculty was a significant 
factor in how students perceived the benefits of the course. Most felt their faculty cared 
about them and encouraged them to continue toward their educational goals. In addition 
to the role faculty played, the advisors were just as critical. The intrusive advising 
mandated in the course helped students know where they needed to go next during their 
educational journey. Through the multi-layered supports provided throughout the 
semester, students perceived a primarily positive outcome to this FYE course. 








For the group interviewed, the areas that had the most negative impact was that 
the course was not perceived to be meaningful for all students and some of the 
curriculum appeared childish instead of appropriate for adult students. While almost all 
students had something negative to say about the course, the most consistent and 
troublesome were that some students felt the material did not support their needs or that 
it was not appropriate for adult learners. Faculty need to find the balance of making the 
material engaging and fun without it becoming childish. 
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CHAPTER V  
CONCLUSION 
Whether we are prepared or not, students are coming to the community colleges 
at increasing numbers. While we frequently discuss the need to prepare students so that 
they are college-ready, conversations are now changing so that colleges are student-
ready (McNair, T.A., et. al., 2016). We cannot assume that students know what they 
need and have the skills necessary to be successful when they walk through our doors. 
One of the ways community colleges prepare students for the demands of college is our 
First-Year Experience courses. This study attempts to answer the question of whether 
such programs are beneficial in helping students persist through their program and earn 
their certificate or degree. 
Implications for the Work 
The findings presented here can have wide-reaching implications for those 
involved in community colleges and working to help more students reach their academic 
goals. Below are some of the ways this research can support students and help faculty, 
administrators, and policy makers as they evaluate whether to make changes to the FYE 
courses, keep them as is, or remove them as a requirement. 
Students 
The findings show that while not all students felt the course was worthwhile, 
there were some clear benefits to the class. When students had a clear understanding of 
the goals of the course and how it can help students reach their educational goals, they 
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had a more positive response to the materials. When students enter the class already 
understanding the expectations and goals, students will be better prepared to make the 
connection of what they are learning in the course to their overall educational plans. 
Additionally, with the understanding of the benefits that intrusive advising and campus 
engagement can have, students can take advantage of these experiences and become 
more involved in and engaged on campus.  
Based upon the students’ perceptions, one of the best ways to make the course as 
beneficial as possible for students to enter the class with an open mind and a willingness 
to learn. The students who are interested in learning what they can do to be better 
students and get confirmation that their selected major is the right one gained the most 
from the class. Those students who walk into the class with the perception that it is a 
waste of time and money typically maintain that view throughout the entire course.   
Faculty 
Faculty can gain quite a bit from this study. Seeing how students perceive what 
happens in class, faculty can make changes that will result in a better, more effective 
class. The most common complaint from students was the childish nature of the class. 
Faculty need to remember that the students are adults. While a large number may be 
seventeen or eighteen years old, every faculty member will have at least one person who 
is over thirty years old and has already experienced many life events. The goal of the 
course is to prepare students to be successful college students, so much of the curriculum 
is focused on new students. The faculty just need to be reminded to treat the students as 
adults and create assignments that work for older adults. While incorporating creativity 
85 
and a little bit of play in a course can engage students, faculty need to be mindful that 
some activities such as coloring may undercut the academic learning experience. 
Another implication for faculty is the reminder that engaging faculty have the 
greatest positive impact on students. Faculty need to be focused on getting to know their 
students, encourage them to get involved in campus activities, know the events that are 
occurring on campus, and basically be a supportive resource for all of their students. 
Students remember the faculty who take the time to chat with them before or after class 
and get to know a little about their personal lives. When faculty get to know the students 
as individuals instead of just another body in the class, their students perform better. 
Making the effort to mold the whole student is worth the time and effort for the student. 
Finally, in contrast to the conversation about the importance of academic rigor in 
most college courses, many students felt a huge benefit of this FYE course was the ease 
of the class. Maintaining a quality course with learning outcomes and assignments that 
allow students to be successful college students is critical. At the same time, students 
benefit from the low stress the course can provide. By not requiring excessive out-of-
class activities, students can gain the benefits of the learning experience while 
maintaining their focus on their core curriculum courses. 
Administrators 
There are a few takeaways for administrators from this study. Administrators 
need to be just as mindful as the faculty of the potential childishness of the class. When 
the curriculum leads are selecting textbooks, they need to make sure the book speaks to 
all students, not just the eighteen-year-olds. The content of the text needs to match the 
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instructional goals but should work for recent high school graduates as well as for those 
who have families of their own, have been in the military, or have been out in the 
workplace before going to college. The curriculum also needs to be reviewed so it 
focuses on the activities and learning experiences that have the greatest impact on 
students.  
Administrators also need to do a better job of explaining the goals of the class to 
the students so they can prepare for what to expect in the class and understand the 
benefits the course has. As the evidence shows, students gain a greater appreciation of 
the course when they fully understand the benefits they can gain rather than assuming 
the class is a waste of time. To accomplish this, administrators need to make sure they 
are effectively marketing the course appropriately for students. 
Probably the most critical implication for administrators is confirming the 
importance of faculty to the success of our students. The administrators need to make 
sure they are hiring the right faculty to teach these FYE courses. The faculty need to 
show an interest and knowledge in what makes students successful in college, but, 
probably more important, the faculty need to show an interest in the whole student. They 
need to be the type of people who will get to know their students and the college and 
connect students to the appropriate campus resources. They need to show compassion 
and support when students encounter difficulties. Hiring the right faculty is one of the 
most critical steps administrators can do to make sure an FYE course provides the 
educational support needed for students to reach their goals. 
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After hiring quality faculty, administrators need to provide the necessary funding 
and verbal support for high-quality professional development to those faculty. The focus 
should be on how to encourage the faculty to be engaged in the campus and how to learn 
what is happening that would be beneficial to their students. The professional 
development should also prepare faculty to be engaging by flipping the classroom, 
creating interactive learning experiences, and learning ways to get to know their 
students.  
Policy Makers 
This study, along with others, support the conclusion that an FYE course is 
beneficial to help students navigate their higher education experience. With this research 
evidence, Texas state policy makers need to acknowledge the benefits of the course and 
create a state mandate to include EDUC 1300 in the core curriculum, similar to the 
mandate of communication, history, and the other 42 hours currently in the core 
curriculum for all community colleges in Texas.  By adding the course to the core, all 
community college students would gain the benefits from the course, and it will 
encourage the four-year universities to accept it as part of the required courses in their 
degree.  Currently, each college in Texas is able to decide if they want to offer EDUC 
1300 and how it will fit in the students’ degree plans. Additionally, even though the 
course is a transferable one, most four-year universities only accept the course as 
elective credits, so students have to risk going over the 150 credit-hour limit of a 
bachelor’s degree. 
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Other states, if they have not already done so, need to make similar changes as 
needed based upon their policies and procedures. The need for educated adults is clear as 
we continue into the 21st century. By providing an FYE course, we can support all of our 
adult learners as they navigate their educational career, either towards an associates 
degree, a bachelors, or a workforce certificate. This course can help them clarify their 
goals and acquire the skills needed to complete their certificate or degree and become a 
contributing member of our national economy. 
Place in the Literature 
The results of this study are consistent with the findings of O’Gara, Karp, and 
Hughes (2009). Their study found that the main benefits of a first-year experience course 
included learning more about the college, improving their study skills, and developing 
significant relationships. This study found similar results in that the students perceived 
the greatest benefits were from the relationships they built with their instructor, advisor, 
and classmates and the college overall along with the gained study skills necessary to be 
successful in their coursework. 
Another finding from this study is that the benefits of the course was dependent 
upon the individual experiences of the students as they entered the class. Duggan and 
Williams (2011) said the course was not beneficial for all students as the curriculum 
needed to be individualized for each student. The students in this study who were critical 
of the course felt that the materials were not necessary or repeated information they 
already knew. In contrast to Duggan and Williams’ research which found that the course 
had the greatest benefit for non-traditional students, the majority of the non-traditional 
89 
students in this study felt there was not much benefit in the course to them as compared 
to the traditional students. They consistently commented on the childish nature of some 
of the assignments and class activities. 
More recently, Kimbark et al (2017) studied student persistence as related to a 
student success course also in Texas. They found a positive relationship between 
enrollment in a student success course and persistence, retention, and academic 
achievement. This study supports Kimbark’s research in that it shows that the majority 
of students perceived that the student success course had a positive impact on their 
persistence through college. While not all students felt it was necessary or beneficial, it 
provided a foundation that helped most students during their first semester of college. 
Recommendations for Future Studies 
As with all research studies, decisions were made to provide a narrow, specific 
focus. Numerous questions exist that still need to be answered. While this study does 
add to the scholarship on FYE courses in the community colleges, it also suggests the 
need for future studies at Lone Star College and nationally. 
Lone Star College 
An interesting result in this study is comparing the later participants to the earlier 
participants. As the interviews with some of the students occurred a couple of years after 
taking the course, many of those students were still enrolled at Lone Star College. That 
suggests the students had struggled in either completing their degree or transferring. I 
believe this resulted in fewer details about the course during the interview and a greater 
perception that the course did not help. It would be worthwhile to do a comparison study 
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of those students who complete their associates or transfer within three years versus 
those who are still enrolled at the community college after three years and how they 
perceive the student success course as part of their current status. While it is 
disappointing that so many students are still enrolled in community colleges many years 
after starting, these students do exhibit persistence, unlike those students who leave prior 
to earning a credential. 
Additionally, to get a fuller picture, we need to interview the students who were 
not successful in the course. As we learn more about a Fixed versus a Growth Mindset, 
is there something we can do in the classes to help those students who have not been 
successful in the student success course (Dweck, 2006)? Are there any changes that we 
can make with the course that would have helped them be successful and persist?  
Finally, since this study was completed, the EDUC 1300 at Lone Star College is 
now required of all first-time-in-college students. Has that changed the outcomes? 
Previously those mandated to take the course were placed in two developmental courses 
(reading, writing, or math). The idea was these students were at risk of not being 
successful due to their lack of college-readiness in English and math. Would there be a 
different result today now that all students must take the course, regardless of their 
academic college-readiness? 
Nationally 
This study provides the perceptions of students at one of the campuses at Lone 
Star College, a very large, multi-campus community college in the north-Houston area 
of Texas. In Fall 2019, the demographics of Lone Star College show that the population 
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is 60% female, 75% under the age of 25, 30% full-time, 85% academic transfer, and 
43% Hispanic, 30% White, 14% Black, 8% Asian, and 5% Other (Lone Star College, 
2019). Each of these details create a different student body than other community 
colleges throughout the United States. Based upon this demographic information, new 
studies on student perceptions of an FYE course should be carried out at other 
community colleges throughout the nation. 
This study was completed in a suburban area outside of a large metropolitan area. 
Would there be different results in a large urban area? In a rural area? In a large 
suburban area in another state or another part of the country? Would the results be 
different at a small institution? As we gather more data based upon the location of the 
community college, we will have a more complete understanding of the role of an FYE 
in supporting students regardless of where they live. 
Additionally, the focus of the community college could result in different 
perspectives of the course. Lone Star College is primarily a transfer institution. The vast 
majority of students are working toward transferring to a four-year university or earning 
an associate degree. There are some other community colleges that focus mostly on 
workforce certificates. What impact would this different focus have on an FYE course? 
As workforce students typically stay on their paths and complete at a higher rate, do they 
need to career exploration and study skills that are typically components of an FYE 
course? Would there be different findings at a community college with 50% or more 
workforce programs? 
As the student population can result in different perceptions, how would the 
results of a similar study at other large institution like Miami Dade College, with a 71% 
Hispanic student body for their 170,000 students as compared to Northern Virginia 
Community College with a population of 50% White students with 76,000 students 
differ from those found in this study (Highlights and Facts, 2019; Quick Facts, 2019)? A 
similar study at these two institutions would help determine whether race and ethnicity 
were critical factors in how an FYE is perceived by the students. 
With additional studies on student perceptions of an FYE course based upon 
different factors like the location of the institution, the size of the student body, the 
academic focus of the institution, and the demographics of the students would give us a 
more complete understanding of whether students have a positive or negative perception 
of an FYE course. These results would help institutions and policy makers make more 
data-based decisions regarding whether an FYE course should be implemented or 
continued at community colleges throughout the nation. 
Final Statements 
Lone Star College made the decision that since this is a foundational course for 
incoming students, the curriculum would be consistent for all courses, which is not 
typical for other courses at a community college. This curriculum includes a career 
exploration to help students focus on a final goal, study skills to be successful in college, 
an understanding of the support services available throughout the college, and other 
items to help students succeed in class and in their future careers. As the course 
continues to be reviewed and our students come in with different needs and goals, we 
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must continuously review the content of the student success course and determine 
whether the cost and time the class has for students is worth the benefits students will 
receive. At this point, based upon this study, we need to continue to review the 
curriculum and instructional activities, but the course should be mandated for all. 
Administrators and lead faculty need to continuously review how students are doing in 
the class, how they feel about the impact it has on them throughout their educational 
career, and what the latest research shows. If our goal is to prepare students to meet their 
educational goals in a timely manner, then we must continuously review the place an 
FYE course should have in that journey. 
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APPENDIX A 












1. Tell me a little bit about the goals you had when you first came to college.
2. What was your first reaction when you were told you had to register for EDUC 1300,
Learning Frameworks?
3. How did you feel about the course when you completed it?
4. What would you consider as the most beneficial components of the course? Why?
5. What would you consider as the least beneficial components? Why?
6. The course requires multiple visits with an advisor who is connected with the class.
What did you think about that portion of the course?
7. Would the course have had the same effect on you if you did not have the
requirements to visit with the advisor and complete your degree plan? Explain.
8. Did you continue in higher education the semester after you completed EDUC 1300?
If so, how did that semester go?
9. (If persisted) Do you feel that the EDUC 1300 course had an impact on you
continuing in higher education? If so, how?
10. (If not) Is there anything that could have been included in EDUC 1300 that would
have helped you continue toward reaching your educational goal?
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11. What are your current goals now for higher education?
12. Do you feel that this course in any way impacted your current goals and your ability
to reach those goals? Explain.
13. Any final thoughts you would like to share about your experience in EDUC 1300?
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